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ABSTRACT 
 
The purpose of this collective case study was to examine the perceptions of 
reflective dialogue by members of two student teaching triads.  The triads each consisted 
of a music student teacher, cooperating teacher, and college supervisor.  The data was 
gathered over fourteen weeks through recorded reflective sessions, participant journals, 
and a group interview session.  The research questions were: What are the student 
teaching triad members’ perceptions of the nature and use of intentional reflective 
dialogue during the music student teaching experience?  What are each of the student 
teaching triad members’ perceptions of his or her role in engaging in intentional 
reflective dialogue?  Five themes emerged after an analysis of the data: conversations, 
feedback, relationships, self-realization and mentoring.  The use of intentional reflective 
dialogue within the student teaching triad aids in the professional and personal growth of 
the pre-service music teacher by providing a vehicle through which the student teacher 
can explore her feelings about her teaching experiences.  The conclusions suggest that 
 
 
 v 
student teachers place great value on the reflective conversations and that growth in the 
student teachers occurs as a result of consistent intentional reflective dialogue.    
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CHAPTER ONE: INTRODUCTION 
In September 2010, I was researching the perceptions of cooperating teachers 
regarding the student teacher preparation program at Oakhurst College.  I posed the 
following question to a cooperating teacher: “What are your expectations of a student 
teacher’s preparedness when they begin their experience with you?”  The response I 
received from this insightful teacher was the impetus for the current study:  
They must possess an ability to cultivate and develop relationships with 
students in the classes and ensemble built upon fairness, trust, and mutual 
respect so that they can create a classroom experience in which student 
behavior is guided by a desire to learn.  They must have command of the 
basic rehearsal procedures in their primary area (band, chorus, orchestra), 
and an ability to adapt basic principles of musicianship on the podium to 
the group which they are instructing that is age-appropriate and engaging.  
They must be able to show artistry on the podium to create music, and 
they must use conducting for more than just beating time.  They must be 
able to create rehearsal and classroom sessions that are coherent, have 
tangible objectives that can be recognized and evaluated by themselves, 
their co-operating teacher, supervisor, and by the students.  They must be 
flexible to individual differences among students, have the ability to 
reflect on their own teaching and development, and demonstrate 
professionalism in their dealings with students, other teachers, and parents 
(Paparone, 2010). 
 
The teacher’s response concludes with the notion of reflection.  I began to wonder about 
the purpose and nature of reflection in the student teaching experience.  I wanted to know 
and find out more about the influence of the conversations that happen within the student 
teaching triad.  Where and when does reflection occur?  Are certain types of reflections 
more productive than others?  How do student teachers reflect on their experiences?  Is 
the reflection influenced by the type of musical classroom?  Is reflection an individual, 
personal act, or a dialogue between involved parties?  If so, who participates in the 
conversation?  These initial questions shaped the direction of this study. 
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Rationale 
Researchers in the area of music teacher education and preparation have stated 
that continued study in the area of reflective practice is needed (Conkling, 2003; Killian 
& Dye, 2009; Stegman, 2007).  Hope (2007) urged those involved in music teacher 
preparation to consider three questions:  
1.  What have we done right up to this point?  
2.  What continuing and new challenges do we see in our future?   
3.  What can and cannot be changed about what we have done right 
without destroying our capacity to meet old and new challenges 
successfully?  (p. 10) 
 
By posing these questions, Hope challenged the music education preparation community 
to thoroughly examine its practices for evidence of what was and was not working by 
thoughtfully considering the policies and issues currently shaping music teacher 
education.  Hope outlined several strategies that can lead to change; one of these 
strategies included the importance of looking at sound research and analysis of current 
practice in order to determine the greatest areas of need in pre-service music teacher 
education.  One such need is for useful, meaningful communication between student 
teachers, cooperating teachers, and supervisors from institutions of higher learning.   
Conversations in which students are actively engaged in reflecting on their 
experiences may encourage them to communicate in a manner that can lead to deeper 
understanding of their experience and, as a result, grow as teachers.  Growth as a result of 
reflective practice is an area described by Mezirow as Transformative Learning Theory 
(Mezirow, 1997, 2000, 2003, 2009).  In Mezirow’s theory, learners can shift their points 
of views through critical examination of assumptions and beliefs.  Dialogue with 
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educational leaders and mentors can lead to this type of growth during the student 
teaching experience.  Mezirow’s work provided the theoretical framework for this study 
and will be discussed later in this chapter.   
Researchers have found that effective, meaningful communication between 
student teachers, cooperating teachers, and university supervisors is a key element of 
successful student teaching experiences (Sudzina, Giebelhaus, & Coolican, 1997; 
Graham, 2006; Jewett & Goldstein, 2008; Knudson, 1998; Krueger, 2006; Schantz & 
Stratmeyer, 2000; Veal & Rickard, 1998; Zeichner & Liston, 1985).  One way to 
strengthen that communication is through the use of intentional reflective dialogue.  
Intentional reflective dialogue has been defined by Brockbank and McGill (2007) as 
engaging in conversations that have the explicit purpose to reflect on practices in 
teaching.  Through these intentional conversations, transformative learning and change 
may occur.  Intentional reflective dialogue allows for the examination of personal 
assumptions, the discussion of collective thoughts on whatever subject is under 
consideration, and may lead a judgment of the situation.  Participation in intentional 
reflective dialogue may or may not lead to a change in one’s viewpoint, but it does allow 
for an opportunity to arrive at a conclusion after discussing the collective experiences of 
those engaged in discourse (Taylor & Cranton, 2012).   
The area of intentional reflective dialogue in music education has not been widely 
studied.  In one of the few examples of this type of research in music education, Stegman 
(2007) reported that the intentional conversations between cooperating teachers and 
student teachers were a combination of “thinking about teaching and reflecting on 
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practice” (p. 77).  Further, Stegman found that reflective dialogue between the 
cooperating teacher and the student teacher increased the likelihood of critically 
reflecting on the teaching experiences.  When student teachers reflect on their teaching 
experiences, they make connections between theoretical practice, past experience, and 
assumptions about teaching music.  These connections can lead to professional 
development and growth in the student teacher.  Stegman urged future researchers to 
explore more fully the process of reflection during the music student teaching experience:  
“Future research focusing on the reflection process could benefit student teachers and the 
music educators who prepare and support them in their learning” (Stegman, 2007, p. 79).  
In a study of music education students participating in a reflective practice model, Killian 
and Dye (2009) found that students preferred to engage in learning activities that allowed 
for instructor feedback and encouraged reflection on their experiences.  Reflecting on 
experience has the potential for greater growth and understanding of the teaching 
profession.  Killian and Dye suggested that more research in this area would benefit the 
music education community in the area of teacher development as teachers who reflect 
tended to show more growth in their teaching abilities and were more willing to reflect on 
their own.     
Intentional reflective dialogue allows the pre-service music teachers an 
opportunity to develop a greater understanding of their roles as teachers in the classroom 
(Conkling, 2003; Fletcher, 1997; Griffiths, 2000; Hourigan 2006; Jay, 2003; Lee, 2005; 
Loughran, 2002; Zeichner & Liston, 1987).  Jay (2003) defined reflection: “Looking back 
on experience in a way that informs practice, learning in the midst of practice, and/or 
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making informed and intelligent decisions about what to do, when to do it, and why it 
should be done” (p. 14).   
Intentional reflective dialogue in teacher education is a social, collaborative 
experience.  The word dialogue implies that at least two parties are engaged in a 
conversation.  Conkling (2003) found that participants in a study of pre-service music 
teachers preferred to reflect on their teaching experiences with others.  Conkling 
suggested that further research in the area of reflection as a social practice is needed. 
During the student teaching experience, various stakeholders are involved in the 
reflective conversations that occur following teaching experiences   Cultivation of an 
open dialogue and meaningful collaboration between these stakeholders-student teachers, 
cooperating teachers, and the university supervisor-strengthens the student teacher’s 
experience.  McJunkin, Justen, Strickland, & Justen (1998) found that a supervisory 
model featuring collaborative interactions between the student teacher, cooperating 
teacher, and university supervisor was preferred by the majority of student teachers 
surveyed.  Additionally, these researchers stated that conversations that occur between 
the members of the student teaching triad should be open discussions. These discussions 
should be initiated by the cooperating teacher or university supervisor and begin with 
open-ended questions.   
Collaboration does not happen only within the student teaching triad, but also 
between institutions providing teacher training and the cooperating teachers’ schools.  In 
a discussion of research findings on collaboration in music teacher education, Gregory 
(1995) wrote, “Collaboration between K–12 schools and higher education institutions is 
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necessary to improve music teacher education, assist K–12 music programs, implement 
educational reforms, translate research findings into classroom practice, and develop 
better music-teaching practices” (p. 58).  Collaboration based on common goals 
strengthens the relationship between the organizations involved, in this case, the 
institution of higher learning and the local school districts (Robinson, 2010).  Robinson 
found that collaboration based on a hierarchical system is not the best model for 
educational collaboration, specifically in music education settings.  Rather, Robinson 
described a model in which tension among the members exists; the differences among the 
stakeholders are viewed as opportunities for deeper exploration and can lead to learning 
and growth (p. 16).   
More study is needed in the area of the use of intentional reflective dialogue 
during the music student teaching experience.  Researchers have suggested the nature of 
reflective dialogue in music teacher education is an area of research that needs more 
study (Conkling, 2003; Stegman, 2007).  Reflection on teaching is a skill that can be 
practiced.  Music teachers often function independently and are somewhat isolated within 
the school system.  By engaging in effective and relevant reflective dialogue, the music 
student teacher may find value in the practice of reflection, leading her to continue to 
engage in reflective practice as a novice teacher.  This type of practice, in turn, may lead 
to professional growth and transformation in the new teacher.  The aim of this study was 
to focus a closer lens on how reflective thinking and intentional reflective dialogue is 
used and evidenced during interactions among members of the student teaching triad.  
This study offers a deeper understanding of how intentional reflective dialogue can be 
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used during the student teaching experience.   
Much of the research in the area of reflective dialogue in music education has 
focused on the interactions between the student teacher and the cooperating teacher.  
Understanding and including the university supervisor’s role as a crucial part of the 
dialogue that occurs in the student teaching triad adds a new layer of understanding to 
those educators involved in music teacher training.  In this study, the researcher was the 
university supervisor member of the triad and functioned as a participant-observer. The 
full engagement of the university supervisor in the conversation was important to 
recording authentic conversations and interactions throughout the study.  Understanding 
the roles and perceptions held by each member of the triad when engaged in reflective 
dialogue will lead to a better appreciation of the importance of the student teaching triad 
in music teacher training.  
Purpose and Research Questions 
The purpose of this collective case study was to explore the perceptions of two 
music student teachers, their cooperating teachers, and the university supervisor 
regarding the characteristics, purpose, and function of intentional reflective dialogue 
within the student teaching triad during the student teaching experience.     
1. What are the student teaching triad members’ perceptions of the nature and use of 
intentional reflective dialogue during the music student teaching experience?  
2. What is each of the student teaching triad members’ perceptions of his or her role 
in engaging in intentional reflective dialogue?   
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Theoretical Framework 
Reflective thinking is not an innate skill.  Students of all ages can learn to think 
reflectively through the guidance of a skilled teacher or facilitator (Dewey, 1933; 
Mezirow, 1997; Simpson, Jackson & Aycock, 2005).  Dewey wrote extensively on the 
power of reflective thinking in education.  Dewey drew a distinction between recitation 
and reflective thinking, and the educator’s role in each of these teaching styles.  In the 
recitation tradition in which the student spews back memorized material, the teacher is 
looked upon as a “dictatorial ruler” (p. 273).  In contrast, Dewey encouraged teachers to 
be leaders in an intellectual sense, leading students to reach their own understandings by 
virtue of the teacher’s breadth of knowledge and experience.  Dewey proposed that 
education depends on the quality of experiences created by the teacher and that those 
experiences impact future experiences.  Dewey (1938) wrote, “The central problem of an 
education based upon experience is to select the kind of present experiences that live 
fruitfully and creatively in subsequent experiences” (p. 28).   
  Describing the teacher as an educational leader, Dewey wrote, “He is a leader, 
not in virtue of official position, but because of wider and deeper knowledge and matured 
experience” (p. 273).  In the student teaching triad, the cooperating teacher has the 
opportunity to bring this type of experience to the student teaching experience every day.  
Additionally, Dewey (1938) argued that teaching and learning is influenced by the social 
setting in which it occurs, and not only the physical place: 
The immediate and direct concern of an educator is then with the 
situations in which the interaction takes place….It includes what is done 
by the educators and the way in which it is done, not only words spoken 
but the tone of voice in which they are spoken. (p. 18)   
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Many other writers have described the importance of social interactions in 
learning.  For example, Schӧn (1990) described a learning group with shared goals, tools, 
and vocabulary, and a jointly constructed repertoire of thoughts, experiences, and values 
to weigh and compare varying experiences as a community of practitioners.  Simpson, 
Jackson, & Aycock (2006) conceptualized the balance between the social interaction of 
the student, teacher and environment and meaningful exploration of a student’s beliefs 
about a particular subject matter.  Brockbank and McGill (2007) assert that learning is a 
social process and for reflection to occur, a relationship in must consist between the 
teacher and the learner that allows for engagement that allows for joint construction of 
meaning.  Further, Brockbank and McGill stressed that the teacher is the facilitator in the 
learning and has a responsibility for creating situations that allow for critical reflective 
dialogue to occur.  This critical reflective dialogue can lead to transformation in the 
learner. 
Mezirow’s (1997, 2003) transformative learning theory addresses the notion of 
reflective practice and brings it into the sphere of adult education.  Mezirow (2012) 
defined adult education: “Adult education may be understood as an organized effort to 
assist learners who are old enough to be held responsible for their acts to acquire or 
enhance their understandings, skills, and dispositions” (p. 89).   Mezirow (2012) defined 
transformative learning:   
Transformative learning refers to the process by which we transform our 
taken-for granted frames of reference (meaning perspectives, habits of 
mind, mind-sets) to make them more inclusive, discriminating, open, 
emotionally capable of change, and reflective so that they may generate 
beliefs and opinions that will prove more true or justified to guide action. 
(p. 76). 
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Mezirow (1997) used the term “frames of reference” to describe the range of the 
experiences adult learners have had throughout their lives (p. 7).  These experiences can 
be cognitive and emotional and include the concepts, values and feelings that adult 
learners bring to the learning experience.  Adult learners have formed habits of mind and 
points of view that have been influenced by these experiences.  Mezirow stressed that 
adult learners can change their points of view through reflection on previously held 
beliefs which Kuhn (1962) described as a “paradigm shift.” (Kuhn, 1962, p. 10).  
Mezirow (1997) wrote, “We transform our frames of reference through critical reflection 
on the assumptions upon which our interpretations, beliefs and habits of mind or points of 
view are based” (p. 7).   
A key component to Mezirow’s theory is the use of dialogue and discourse 
between an educator and a learner to encourage reflection: “Discourse is that specialized 
use of dialogue devoted to searching for a common understanding and assessment of the 
justification of an interpretation or belief” (Mezirow, p. 78).  The learners (student 
teachers) examine their assumptions about teaching and learning, often reflecting after an 
experience like teaching.  The educator (cooperating teacher or university supervisor) 
facilitates the conversations and encourages the learner to examine their beliefs. 
Multiple paradigm shifts can occur during student teaching.  In my interactions 
with my students, I sometimes refer to these as “a-ha moments”; these are those moments 
when a student teacher’s assumptions based on his own experience are challenged to such 
a point that his perspective changes.  One example is the student teacher whose own high 
school choral experience was one in which the teacher taught the notes entirely by rote 
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and rote-note.  When the student teacher is placed in a choir in which daily solfeggio 
practice and sight singing is the norm, his assumptions are challenged and his perspective 
can potentially change.  He might reflect on his own experiences with the cooperating 
teacher and ask questions about the instructional strategies he had observed.  If this 
causes a change in his teaching practices, this example could be described as a moment of 
transformative learning. 
Parks (2000) described the condition or climate in which reflection, critical 
discourse and ultimately transformation should occur: 
They are characterized by the establishment of a climate of safety in which 
people feel free to speak their truth, where blaming and judging are 
minimal, where full participation is encouraged, where premium is placed 
on mutual understanding, but also where evidence and arguments may be 
assessed objectively and assumptions surfaced openly (p. 114).  
 
Educators can provide environments that are comfortable, respectful and encourage open 
reflective dialogue.  A certain amount of trust must be established among the 
stakeholders to encourage this type of open dialogue.  For example, supervisors and 
cooperating teachers can purposefully engage in informal conversations with student 
teachers to better learn about student teacher’s personality and past experiences.  These 
conversations may happen over a period of months while in class or during field 
experiences; or they may happen at the start of the student teaching experience.  These 
are key components in effective transformative learning.  Additionally, the adult educator 
can act as a mentor to the adult learner, allowing the learner to experience difficult 
learning opportunities so that active reflection and discourse can occur.  Difficult learning 
experiences in the music classroom might include rehearsing challenging passages in a 
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secondary ensemble or challenging the student teacher to teach a successful lesson to a 
group of difficult to manage elementary students.  It may take several teaching situations 
like these examples, followed by purposeful dialogue and reflection before the student 
teacher has a transformative experience. 
Mezirow (2003) specified that it is the responsibility of the adult educator to assist 
the adult learner in acquiring the skills to reflect on their assumptions so that this 
transformation can occur.  The adult educator creates a non-threatening environment in 
which effective critical discourse can occur.  In a student teaching situation, the 
conversations that occur between the student teacher (adult student) and cooperating 
teacher (adult educator) typically happen in the classroom or the teacher’s office.  The 
college supervisor might participate in these school-based conversations.  Student 
teachers and college supervisors might converse during meetings after school hours at the 
college or university. In any case, the physical environment is one that is comfortable for 
all participants.  In addition to spontaneous conversations that occur in the moment, the 
cooperating teacher and college supervisor might dedicate specific time for the 
conversations to occur.  The social environment conducive to this type of critical 
discourse was described by Mezirow (2003) as the “essence of adult education” (p. 63).  
Mezirow (2009) identified ten phases of learning that are associated with the 
transformative process: 
1. A disorienting dilemma 
2. Self-examination 
3. A critical assessment of assumptions 
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4. Recognition of a connection between one’s discontent and the process of 
transformation 
 
5. Exploration of options for new roles, relationships and action 
6. Planning a course of action 
7. Acquiring knowledge and skills for implementing one’s plan 
8. Provisional trying of new roles 
9. Building competence and self-confidence in new roles and relationships 
10. A reintegration into one’s life on the basis of conditions dictated by one’s new 
perspective (p. 19) 
 
The pre-service teacher can experience many or all of these phases during student 
teaching.  After teaching situations, the learner can reflect, self-reflect and then engage in 
critical discourse to arrive at a conclusion regarding the learning experience 
(Kitchenham, 2008).    
As the adult educators, the cooperating teacher and college supervisor can act as a 
guide through the phases of growth and the subsequent reflection and discourse that may 
occur.  The ultimate outcome of the reflection and discourse is a transformation in point 
of view.  Ideally, in teacher education, this transformation will occur for the student 
teacher.  In some cases, transformation of the learner may not happen.  The cooperating 
teacher and college supervisor may experience transformation as a result of the 
conversations that occur within the triad.  When the point of view has been changed, new 
roles can be assumed and growth may occur (Mezirow, 2000).  The transformative 
learning theory informed this study by providing a framework from which to view the 
results.  The student teachers in this study were considered the adult learners while the 
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cooperating teachers and supervisor were the adult educators.     
 In the following chapter, I provide a review of the literature that informed my 
study.  In Chapter Three, I describe the methodology that I used when undertaken the 
study.  Chapters Four and Five provide a summary and of the reflective dialogue that 
occurred between the triad members and a description of the emergent themes I found in 
the cases.  I conclude the study in Chapter Six with a summary of the study and 
recommendations for the music education community and suggestions for further 
research.  
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CHAPTER TWO: REVIEW OF LITERATURE 
 
This literature review will focus on writings and research findings in the 
following areas: (a) the student teaching triad and the roles its members play within the 
triad, (b) reflective practices in student teacher education, and (c) the use of intentional 
reflective dialogue in the student teaching experience.  Each of these areas is pertinent to 
my study of the use of reflective dialogue in the student teaching triad.  I begin with a 
review of literature relating to the student teaching triad, and follow by a more detailed 
review of the role of each triad member.  These sections are followed by a review of the 
literature relating to reflective practice in student teaching, including research on the 
value of reflection and the use of dialogue and discourse during the student teaching 
experience.    
The Student Teaching Triad 
The relationships developed between the members of the student teaching triad 
are crucial to the success of the student teacher (Cucena, 2010; Morin, 2000; Sudzina, 
Gielbelhaus and Coolican, 1997; Veal & Rickard, 1998). The traditional student teaching 
triad consists of the student teacher, cooperating or mentor teacher, and the university 
supervisor (Cucena, 2010; Veal & Rickard, 1998). Each member of this group performs a 
distinct role in the student teaching experience.  The student teacher learns through 
observation, reflection, and practice teaching.  The cooperating teacher determines the 
day-to-day sequence of the experience, providing a teaching model for the student 
teacher and the opportunities for the student teacher to hone teaching skills.  The 
university supervisor evaluates the student teacher periodically throughout the field 
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experience, providing feedback and support to the student teacher and cooperating 
teacher; the supervisor is traditionally somewhat removed from the day-to-day matters of 
the student teacher and cooperating teacher (Price & Chen, 2003; Veal & Rickard, 1998).   
Each member of the triad assumes a role.  The roles, however, are not always 
balanced.  Often, the influence of one member of the triad outweighs the influence of 
another.   Price and Chen (2003) described the relationships between members of the  
triad.  The student teachers are the mentees of the cooperating teachers.  The student 
teachers are expected to observe, ask questions, and assimilate the experiences provided 
to them by the cooperating teachers.  Price and Chen asserted that although the university 
supervisor are experts in the theoretical aspects of teaching, they are generally absent 
when student teachers are attempting to connect the theoretical with the practical side of 
teaching.  “All of the best-practice theory in the world cannot compete with what 
preservice teachers experience at the knees of on-the-job-professionals” (Price & Chen, 
2003, p. 106).  
Veal and Rickard’s (1998) qualitative study of the student teaching triad provided 
helpful insight into the balance of power within the triad as well as the aspects of the 
relationships between and the perceptions of its members.  The relationship that develops 
among these individuals is dynamic and can determine the tone of the student teaching 
experience.  Veal and Rickard used Caplow’s (1968) triad theory: when a third party is 
introduced into a dyad, conflict between members can occur; because of this potential for 
conflict, the power within the triad can shift from one member to another.  The 
researchers examined a group of physical education student teachers and their 
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cooperating teachers.  They interviewed 23 physical education teachers who had 
collectively worked with more than 200 student teachers.  Their primary focus of the 
research was on the cooperating teachers’ perceptions of each member’s role within the 
triad.   Through this research, they sought to analyze triad members’ perspective on 
student teaching and to examine how cooperating teachers described their interactions 
with the other members of the triad.   
Veal and Rickard (1998) asserted that two types of triads exist during student 
teaching.  The first, the functional triad, consists of the cooperating teacher (wielding the 
most power), the student teacher, and the students in the classroom.  The second triad, 
termed the institutional triad, occurs when the university supervisor is present.  A power 
shift occurs with the institutional triad in which the supervisor is most powerful, followed 
by the cooperating teacher and the student teacher.  The interviews revealed that the 
cooperating teachers generally felt negatively toward the supervisor, for varying reasons.  
Some felt that the university supervisors were too far removed from practical teaching 
and saw the supervisor’s expectations of the student teachers unreasonable because of 
this.  Many stated that the supervisors should experience teaching in the schools so that 
they could better appreciate the situation they are observing.  Nearly half of the 
cooperating teachers recommended a stronger, more deliberate attempt at collaboration 
between the cooperating teachers and the supervisors.  Veal and Rickard recommended 
that a model of shared supervision be employed in order to improve the relationships and 
perceptions with the triad.  Within this shared supervision, three-way conversations 
between the triad members should occur on a regular basis so that all members of a voice 
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and so that the power within the triad is more evenly balanced throughout the student 
teaching experience.   
Collaboration among the triad members, especially the collaboration that occurs 
between the cooperating teacher and the student teacher, is a key component to the 
student teacher’s perceived success of the student teaching experience (Morin, 2000; 
Veal & Rickard, 1998).  The greater the collaboration, the more student teachers feel 
empowered to assert themselves in the teaching environment (Cook-Sather, 2006).  In a 
paper describing collaborative relationships during the student teaching experience, 
Morin (2000) wrote that relationships exist not in the student teacher, cooperating 
teacher, university supervisor triad, but there is a collaborative relationship developed 
between the cooperating teacher and the university supervisor.  Morin described the 
benefits of such a collaborative relationship: “Most importantly, genuine partnerships 
should engender mutual trust, respect, and ownership among partners; focus on school-
based problems; provide reciprocal benefits and satisfaction to all partners; and create a 
viable structure for working together” (p. 14).   
Talvitie, Peltokallio and Mannisto (2000) examined the influence of the 
contributions of each student teaching triad member during the student teaching 
experience.  The researchers gathered data through an examination of student teacher 
journals and their semester end reports on their student teaching and practicum 
experiences. In this study, the researchers reported that when student teachers 
encountered problems, they sought assistance from their university supervisors for 
assistance.  This may have been because the student teachers had expected more guidance 
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from their cooperating teachers in the practical aspects of teaching.  The researchers 
suggested that the practicum experience is an opportunity for all members of the student 
teaching triad to participate in dialogue that encouraged sharing of experiences in the 
practice of teaching.  Additionally, the researchers recommended that intentional 
collaboration among all stakeholders is a key component to teacher development during 
the student teaching experience.  
The traditional roles each individual assumes within the triad have been well-
defined over time.  Weasmer and Woods (2003) found that a cooperating teacher’s 
perception of their roles as mentors in the student teaching triad can determine how the 
cooperating teacher ultimately leads the student teacher through the field experience.  
Despite the time-honored definition of these roles, sometimes duties become unclear.  
Universities and colleges involved in teacher training have some autonomy in defining 
the roles and responsibilities of the members of the triad (Ganser, 1996; Zeichner, 1990).   
Uncertainly regarding the roles played by triad members can trickle down to the one-on-
one relationships that triad members have with each other, since there is some variation 
in the amount of time student teachers spend with their supervisors or cooperating 
teachers.  Without a definitive description of these roles, there can be considerable 
variability in the roles and responsibilities of the triad members (Cucena, 2010; Koerner, 
Rust & Baumgartner, 2002). 
In the following three subsections, I provide a review of several studies that 
focused on each member of the student teaching triad.  I have attempted to isolate 
research on the traditional and perceived roles each member, but in some cases, I have 
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described the relationships that exist between various members either as dyads or triads.  
This research, when taken as a whole, allows for greater insight into the traditional roles 
the members play in the triad and helped me appreciate the understanding of these roles 
by the research community. 
The Cooperating Teacher 
The experiences provided to the student teacher by the cooperating teacher and 
the relationships that develop between student teachers and cooperating teachers can 
shape the beginning of the student teacher’s career.  Surprisingly, for such as important 
relationship, few studies in music education research have focused on the role of 
cooperating teachers.  Recognizing that need, Draves (2008) examined the relationship 
between three cooperating teachers and their student teachers.  Through interviews and 
observation, Draves concluded that the most positive relationship is one of collaboration 
and cooperation.  Like Veal and Rickard (1998), Draves found that the balance of power 
can shift among members of the triad, in this case, between the student teacher and the 
cooperating teacher.  For true collaboration to occur, the power in the relationship should 
be shared.  Draves (2008) emphasized that cooperating teachers felt that for a student 
teaching experience to succeed, the student teacher should have the same work ethic and 
drive to succeed as the cooperating teacher as the cooperating teachers felt that shared 
power led to more learning on the part of the student teachers.  In a later review of 
literature regarding the music student teacher experience, Draves (2013) stressed the 
importance of the careful selection and matching of cooperating teachers and student 
teachers.  
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The relationship between the student teacher and the cooperating teacher has a 
profound effect on the perceived success of the student teacher (Sudzina, Gielbelhaus, & 
Coolican, 1997).  Researchers asked student teachers and cooperating teachers three 
questions regarding mentoring and the factors that contribute to a successful student 
teaching experience.  The purpose of the study was to discover if a negative relationship 
between the student teacher and cooperating teacher can lead to a failed student teaching 
experience.  Through their interviews with student teachers, the researchers found that 
cooperating teachers, although expected to assume a mentoring role, sometimes do more 
harm than good in the student teaching experience.  This harm can come from a variety 
of factors, according to the researchers’ conclusions: (1) poor modeling on the part of the 
cooperating teacher; this was sometimes brought about as a result of limited placement 
opportunities for student teachers in high quality music programs, (2) a lack of training 
on mentorship on the part of the cooperating teacher, and (3) personality and pedagogical 
differences between the student teacher and cooperating teacher.  The authors suggested 
that cooperating teachers need more training and support from the university level.   
The cooperating teacher’s role in the student teaching triad is usually 
conceptualized to be one of collaboration and mentorship.  In order to identify strategies 
that cooperating teachers used to work effectively with their student teachers, Krueger 
(2006) conducted a series of interviews of eight cooperating music teachers from the 
Pacific Northwest.  The researcher asked them to describe their perspective on the goals 
of student teaching, the role of cooperating teacher as mentor, and the relationship 
between the members of the student teaching triad.  Krueger’s participants perceived the 
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cooperating teacher as an important mentor in the life of the student teacher.   The 
cooperating teachers viewed the university supervisor as mentor and as someone who 
worked with the student teacher on personal goals and growth throughout the process.  
Mentoring such as that described in Krueger’s study involves positive interaction 
between at least two people, and through this interaction, relationships are built.  
Crasborn, Hennisen, Brouwer, Korthagen and Bergem (2011) studied the type of 
mentoring relationship that exists between the cooperating teacher and the student 
teacher.  The researchers found that although the student teacher perceives the 
cooperating teacher to be a mentor and an encourager who engages in conversations 
regarding teaching experiences, the student teacher actually desired more direct feedback 
and advice rather than simple encouragement (p. 330).  A positive mentoring relationship 
is a component of a successful student teaching experience.  Within the triad, the 
potential exists for mentoring relationships to develop among all members.  
The cooperating teacher has been described as a mentor teacher (Cook-Sather, 
2006; Price & Chen, 2003).  However, researchers have found that label is not so simple.  
In a project that sought to revise the roles of those involved in teacher education, Cook-
Sather collaborated as the university supervisor with cooperating teachers, Preservice 
teachers, student teachers, and high school students. The aim of the project is for the 
participants to gain a deeper understanding and be able to define the role they play in 
teacher education.  Cook-Sather found that the role of cooperating teachers complicated 
by the fact that they function simultaneously as co-teacher, mentor, and learner.  The 
traditional structure of the classroom is complicated by this relationship, as the power 
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dynamic between the cooperating teacher and the student teacher can fluctuate.  
Therefore, the cooperating teacher must be flexible in her expectations of the entire 
student teaching process (p. 195).  Kahn (2001) reported that when cooperating teachers 
reported on their satisfaction with the student teaching experience, they gave most of the 
credit to the student teacher’s accomplishments in the classroom, only sometimes 
acknowledging their own contributions to the learning and teaching experiences.  
Within the triad, the cooperating teacher’s role has been described as a mentor, a 
teacher, and a collaborator.  Additionally, the cooperating teacher’s role within the 
student teaching triad is one of practitioner.  Cooperating teachers bring their unique 
perspectives to the student teaching triad; perspectives influenced by their practical 
experiences.  Ganser (1996), in an extensive review of studies of the role the cooperating 
teacher plays in the student teaching triad, described the cooperating teacher and the 
influence that being a cooperating teacher has on veteran teachers.  Ganser wrote, 
“Improving the effect that serving as a cooperating teacher can have on an experienced 
teacher’s work and career is related to improving student teaching itself” (p. 285).  
Ganser suggested that the cooperating teacher’s school must be supportive of the role that 
the cooperating teacher plays in the education of future music teachers.   
University supervisors have a responsibility to recognize the important role the 
cooperating teacher plays in the development of the student teacher.  Careful thought 
must be given to the matching of student teachers to their cooperating teachers so that a 
positive mentoring relationship might be developed.   Zemek (2008), using data from a 
study of teacher preparation in the state of Illinois, explored practices of selecting 
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cooperating teachers in a music teacher preparation program through the use of an online 
survey.  Zemek found that collegiate music education faculty have the most influence in 
the selection of cooperating teachers for their students, and that the prevailing criteria in 
this selection centers on the relationship that the cooperating teacher has with the college 
or university.  Zemek found that the relationship between the college and the cooperating 
teacher is based in honesty and trust.  The study suggested that there is a need for 
thoughtful selection of cooperating teachers to meet the various needs of different 
teachers and institutions. 
Due to the mentor-based relationship intrinsic to the student teaching training 
model, the cooperating teacher usually has the most influence on the student teacher 
(Hamel & Jaasko-Fisher, 2011).  However, the cooperating teacher can learn from the 
student teacher.  Darden, Darden, Scott, and Westfall (2001) asserted that the student 
teacher brings new strategies and perspectives to the classroom from which the 
cooperating teacher can learn.  They wrote,  “Even expert teachers can improve the 
quality of their practice by working with student teachers” (p. 52).  Dialoguing about 
these fresh strategies leads to improvement in teaching practices for the cooperating 
teacher and the student teacher. 
The literature reviewed in this section suggests that the cooperating teacher serves 
as mentor, collaborator, practitioner, and a provider of experiences that give the student 
teachers opportunities to fully engage in the practice of teaching.  Careful thought must 
be given to matching cooperating teachers with student teachers so that both parties have 
a successful experience.  Because of the nature of the student teaching experience as a 
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fully immersive experience, the cooperating teacher can have an enormous influence on 
the perceived success of the student teacher.  The cooperating teacher typically has daily 
interaction with the student teacher; because of this, the influence of the cooperating 
teacher in the practice of reflective dialogue is important to the growth of the student 
teacher.  
Student Teacher   
The student teacher’s involvement in the student teaching triad is paramount.  The 
student teacher’s role and experience within the triad has been examined by numerous 
researchers, often in qualitative studies of the student teacher’s perceptions of the student 
teaching experience.  For example, in a qualitative study aimed at examining the 
relationship between the collegiate methods and off-campus field experiences, Abrahams 
(2009) found that although pre-service music teachers expressed positive feelings toward 
their student teaching practicum experience, they also felt that there were some areas of 
the student teaching experience that were lacking.   Abrahams undertook the grounded 
theory study in order to find areas that needed to be changed within a university level 
secondary music methods course.  The researcher did not formally interview the pre-
service teachers; rather, data were gathered from discussions, observations of field 
experiences, and discussions with cooperating teachers hosting the field experience 
students.  The pre-service teachers felt inadequately prepared for the student teaching 
experience, especially in the area of instructional delivery.  Pre-service teachers described 
inconsistencies between the content taught in methods courses as well as the expectations 
of the university supervisor and the actual instructional practices of the cooperating 
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teachers.  The cooperating teachers did not feel that the pre-service teachers were 
prepared to write or use lesson plans in the classroom, although the pre-service teachers 
felt that they were prepared.  A breakdown of communication occurred between the 
cooperating teacher and the researcher/supervisor regarding the expectations of each for 
the field experience. Abrahams concluded that communications between members of the 
triad was not adequate.  This study led the researcher to recommend that methods courses 
be taught in a more constructivist manner in which pre-service music teachers made their 
own meaning through personal experience and research based content presented by the 
collegiate instructor.     
Researchers have also examined student teachers’ view of the student teaching 
experience as it relates to the transition from student to experienced teacher.  Working 
from an anthropological perspective, Head (1992) related the participant student teachers’ 
viewpoint of the student teaching experience as a rite of passage or initiation rite into the 
teaching profession.  Head concluded that the data gathered in the study indicated that the 
traditional practicum setting common in student teaching programs did not take 
advantage of the opportunities for transformational learning and that cooperating teachers 
did not necessarily view themselves as mentors in the process.  Schmidt, Zdzinski and 
Ballard (2006) studied the motivation orientations of pre-service music educators and 
how motivation orientations relate to academic achievement and career goals.  The 
researchers reported that undergraduate music education majors define their success in 
three areas: “…achievement of personal goals, mastery of challenging tasks and 
collaboration with others” (p. 149).  Despite being highly intrinsically motivated to 
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succeed in these areas, only 49% of those surveyed indicated that long-term public school 
teaching was a long-term goal.  The researchers suggested that universities and colleges 
examine this trend more closely to determine the reasons behind this phenomenon. 
Some researchers have focused on the student teacher’s perceptions of career 
preparation while others have examined the new teacher’s feelings regarding their 
preparation and the collaborative experiences they had during student teaching.  
Beginning teachers bring a variety of experiences to their first teaching assignment, 
including their perceptions of their pre-service teaching preparation.  Farnan, Fisher and 
Frey (2003) performed an experiment in California in which student teachers from 
around the state participated in a new model of professional development.  They 
measured subject responses to the experiment, comparing them to student teachers who 
did not participate in the new model.  They found that those subjects who participated in 
the professional development program had a more positive and meaningful experience 
than those that did not.  The researchers attributed the positive reaction to opportunities 
for the participants to engage in collaborative experiences that allowed the student 
teachers to converse with their cooperating teachers about their teaching experiences.  In 
another study focusing on the student teacher perception of their experience, Schmidt 
(2010) studied six recently graduated teachers to explore what they valued in their 
teacher education program.  Schmidt collected data during the student teaching semester, 
concluding the data collection with an interview of the teachers at the end of their student 
teaching experiences.  The researcher found that the students did not always reflect on 
their experiences in the field; this most often occurred when they were not prompted to 
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reflect by a facilitator like a cooperating teacher or university supervisor.  This lack of 
reflection deterred growth as teachers in the pre-service teachers.  Schmidt reported that 
as a result of this finding, more opportunities for facilitated reflection, especially 
reflection within a community of learners, were provided for students in the teacher 
preparation program.   
Past research regarding the role of the student teacher informs the present study 
by defining student teacher perceptions of the cooperating teacher and university 
supervisor.  Additionally, the literature reviewed describes the reflective practices of 
student teachers and their perceptions of those practices. 
University Supervisor   
The university supervisor’s place in the triad has been studied less extensively 
than the cooperating and student teachers.  Researchers have examined and defined the 
role of the supervisor in order to better understand the relationships and interactions of 
the supervisor with student teachers, cooperating teachers, and other stakeholders such as 
university and local school administration (Cook-Sather, 2006; Hower & Zimpher, 1989; 
Kahn, 2001; Knudson, 1989; Slick, 1998).  Sudzina, Gielbelhaus and Coolican (1997) 
described the university supervisor as a facilitator who is available to the student teacher 
and cooperating teacher for observation and conferencing.  The researchers referred to 
the supervisor as a mentoring model who provides open lines of communication between 
all stakeholders.  Knudson (1998) described the university supervisor as a nurturer and 
supporter who is called upon to intervene if the student teacher begins to experience 
difficulty in the field experience.   
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The university supervisor assumes the role of facilitator in the triad (Cook-Sather, 
2006).  Cook-Sather expanded on the idea that the supervisor not only facilitates within 
the triad, but facilitates many conversations: “I assume instead the role of facilitator of 
multiple dialogues intended to create opportunities for participants to benefit from one 
another’s perspectives (p. 192).”  The researcher asserted that the supervisor’s role of 
authority is sometimes “destabilized” (p. 193) because of the amount of close 
collaboration that occurs is the preparation of a teacher.  The destabilization is a result of 
supervisors positioning themselves as members of the cooperating teacher’s education 
community.  Cook-Sather reported that the supervisor’s role is complex.  This complexity 
is due, in part, to the traditional hierarchy that exists within teacher preparation programs.  
Cook-Sather puts the university supervisor as the authority figure within the triad, but 
argues that if a true spirit of collaboration should exist within the triad, the power within 
the triad should be more balanced.     
In an extensive case study of a university supervisor, Slick (1998) 
examined the supervisor’s role during the student teaching experience.  The 
researcher posed the question, “Why is it important to consider the supervisor’s 
role in the making of a teacher?” (p. 831).  Slick addressed the notion that in some 
situations, the supervisor may be a graduate assistant or a faculty member who 
has had supervisory duties added to his schedule; this type of arrangement 
sometimes has the potential to lack a mentoring relationship, especially if the 
supervisor has not been given direction or support from his university superiors. 
The supervisor Slick interviewed expressed frustration at a lack of communication 
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between her and the cooperating teacher.  In this case, the supervisor was 
essentially a “trouble-shooter and negotiator” (p. 831) trying to help the student 
teacher and cooperating teacher navigate the student teaching experience.  Slick 
suggested that university supervisors have the opportunity to act as a bridge 
between the university and the local school district.  Additionally, Slick 
recommended that supervisors should be experienced teachers who are partners in 
the education of the student teachers with education departments and the other 
stakeholders in teacher training:    
Ultimately…collegial relationships will need to become a reality among 
faculty members within education departments, among the members of the 
student teaching triad, between teacher educators in the field and those on 
faculty campuses, and between schools of education and schools where 
student teachers teach (p. 833). 
 
Some researchers have reported a negative perception of the supervisor.  Hower 
and Zimpher (1989), in a study of the roles of teacher educators, found that in some 
larger institutions, supervisory duties are assigned to graduate students or adjunct faculty.  
This was found to be due to cost or faculty time constraints.  Because of this, the personal 
relationships between the supervisors and the cooperating teachers are not always strong.  
In a study of cooperating teachers’ perceptions of the student teaching experience, Kahn 
(2001) also found that the participants generally had a negative view of the university 
supervisor.  Participants cited a lack of communication between the university and the 
school and infrequent observations or visits from the supervisors.  The cooperating 
teachers desired more training and in-service opportunities from the university as well as 
increased communication between the supervisor and the cooperating teacher.    
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 The roles played by each member of the student teaching triad are unique.  A 
commonality among all three descriptions is the importance of and need for 
communication between the triad members.  In addition to communication and positive 
relationships, a key component in the growth of student teachers throughout their training 
is the need for opportunities to reflect on their teaching experiences.  All of these-
communication, relationships, and growth-are essential attributes to the present study.  In 
the next section of this literature review, I provide evidence of research performed in the 
area of reflective practices in student teaching, in music education and other areas. 
Reflective Practice in Student Teaching 
Beginning in the late 1980s, Schӧn’s work on reflective practices in the 
workplace became a cornerstone in the body of research on reflective practice in various 
professions (Lee, 2003; Loughran, 2002).  Schӧn’s ideas on framing and re-framing 
(reflection-on-action) experiences and applying these re-framed ideas to one’s views have 
shaped much of the work in reflective practices (Loughran, 2002).  Following Schӧn, 
researchers (Conkling, 2003; Fletcher, 1996; Griffiths, 2000; Jay, 2003; Killian & Dye, 
2009; Lee, 2005; Loughran, 2002; Zeichner & Liston, 1987) have written extensively on 
reflective practices in student teaching.   
Using Schӧn’s ideas regarding reflection in and on action as a framework, Davis 
(2006) distinguished between two types of reflection: unproductive and productive 
reflection.  Unproductive reflection consists mainly of descriptions of the teaching 
experiences and lacks analysis; it is a retelling of the experience.  Davis examined what 
teachers integrate into their teaching after reflection through a study of the reflective 
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journal entries of 25 student elementary teachers,.  According to Davis, unproductive 
reflection occurs when the student teacher has little or no experience in intentional 
reflection and is not supported during the student teaching experience.  Conversely, 
productive reflection promotes analysis, and although takes practice, is more likely to 
promote teacher learning and growth during the student teaching experience.   
Cooperating teachers play a role on promoting reflective practice in student 
teaching and are an important contributing factor to the growth in teacher learning.  
Graham (2006) found that collaboration between the cooperating teacher and the student 
teacher is a key component in the type of reflection that occurs during the student 
teaching experience.  In a study of a small group of secondary teachers at a teaching site, 
Graham concluded that while student teachers bring knowledge about teaching to the 
field experience, the cooperating teacher bring a knowledge in teaching.  In this case, the 
cooperating teacher shares experiences and understandings of the teaching process with 
the student teacher.  When the student teacher and cooperating teacher collaborate and 
reflect on the field experience, knowledge for teaching.  
Similarly, in a study of six student teachers and their cooperating teachers, 
Stegman (2007) found that student teachers who were involved in reflective practices 
with their cooperating teachers related more meaningful experiences over time, in other 
words, the longer the student teachers and the cooperating teachers were engaged in a 
collaborative relationship, the more meaningful the reflection became over time.  In the 
same study, Stegman reported that the student teachers who worked with cooperating 
teachers who were actively engaged in the reflective process gained more insight into the 
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practices of teaching than those student teachers who were involved with cooperating 
teachers who did not play such an active role in the reflective process: “Serving as an 
advisor and reflection partner, the cooperating teacher can guide the student teacher in 
pedagogical questioning and restructuring experience, thereby revealing tacit questions, 
illuminating causes and concerns, and offering possible solutions” (p. 77). 
“Educative mentoring” (Schwille, 2008) is the practice of the experiences teacher 
to provide intentional learning and teaching opportunities for the student teacher (p. 140).  
Schwille defined the term in a study of the professional practices of mentor teachers and 
described its benefits, stressing that it involves the mentor engaging the mentee in 
intellectual and interactive teaching activities.  The educative mentorship model provided 
opportunities for the mentor and the student teacher to engage in reflective conversations.  
These conversations followed a variety of teaching experiences, sometimes including 
those in which the mentor teacher engaged in co-teaching activities.  “Mentors like this 
one looked for opportunities to extend the conversation to thinking about beliefs, visions, 
and educational reforms (p. 152).”  Additionally, Schwille stated that not all good 
teachers make good mentor teachers; the complexity of the mentoring relationship is 
challenging to even the best teachers.   
The reflective practices of professional educators and how their reflections fit into 
teacher assessment have been subjects of research.  Jay (2003) researched reflective 
practice as it relates to experienced educators, focusing in particular on the teachers’ 
perceptions on the value of their reflective experiences.  Jay found that activities designed 
to have teachers reflect on their teaching are not always effective or valuable.  It is up to a 
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facilitator to design reflective thinking activities that can lead to changes in practice that 
would ultimately lead to more impactful student learning.  Lee (2005) researched the 
assessment of reflective practice.  Lee described many models of reflective practice and 
the assessment designs of these models, finding that there is not a consistent method of 
assessment.  Lee concluded that teacher education programs should be designed so that 
reflection is an integral component of the degree program and prospective teachers to 
continue professional development after graduation.   
Researchers have stressed the importance of reflection in music teacher education.  
In a collective case study of seven music education majors, Conkling (2003) examined 
the nature of reflection in pre-service music teacher education.  Acting as a participant-
observer, Conkling analyzed notes from observations, journal entries and interviews.  
Through the reflections of the participants, Conkling found that the music student 
teachers sometimes equate teaching with performance.  Through their reflections, they 
sometimes reconcile their feelings by comparing their teaching experiences to their 
feelings when performing, keeping these situations in the context in which they 
happened.  Conkling found that the participants in the study preferred reflection as a 
social action, finding the small group setting to be the most comfortable for reflection on 
their teaching.   
In another study that specifically focused on a reflective practice model used in 
music teacher training, Killian and Dye (2009) sought to examine whether reflective 
practice increased teacher effectiveness in their music education students.  The 
researchers studied 43 pre-service music teachers over a period of three semesters.  
35 
 
    
Throughout the three semesters, the students engaged in reflective activities, including 
immediate peer and instructor feedback after teaching experiences.  Using three survey 
methods, the researchers analyzed student responses regarding differences in their 
teaching skills and dispositions over the course of the study.  One of the results indicated 
that students preferred the use of reflective practice model in their teaching training.  
Killian and Dye cautioned that the results of the study did not necessarily indicate 
improvement in teaching.  The researchers stressed that reflective teaching may be a 
coaching model in which an experienced teacher offers suggestions to the pre-service 
teacher.  It is then up to the pre-service teacher to apply those suggestions to their 
teaching and improvement in teaching may be indicated after these suggestions have been 
applied by the individual.  Killian and Dye’s research supports collaboration between the 
student teacher and the cooperating teacher as indicated by other studies cited previously 
in this review. 
University supervisors who are also directly involved in music teacher preparation 
can provide opportunities for reflection prior to the student teaching experience.  Schmidt 
(2005) studied a group of pre-service music teachers, specifically focusing on the value 
students put on lesson planning and their work in methods courses.  Schmidt found that 
students found value in methods courses that forced them connect lesson planning skills 
with an experience of teaching those lesson plans.  These types of experience, especially 
those facilitated by the university supervisor, allowed the students to draw connections 
with prior and current teaching experiences (p. 22).  Schmidt suggested that those 
involved in teacher preparation should provide more opportunities like these and should 
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play an active role in guiding the pre-service teachers through these experiences. 
In a literature review of music student teacher practices, Draves (2013) reported 
that researchers have suggested that intentional and regular reflection should be a 
curricular component of the music student teacher training model.  Regardless of the type 
of reflection, the practice of reflection during music teacher preparation is a “powerful 
tool” (p. 58).  Draves encouraged music teacher educators to incorporate more intentional 
reflective activities regularly in their training programs.   
It is clear from the above studies that reflective practice, specifically reflection 
during the student teaching experience, has been found to be an important aspect in the 
professional development of the student teacher.  However, effective reflective practice is 
not an individual endeavor.   Successful reflection occurs in a collaborative, mentoring 
environment between the cooperating teacher and the student teacher: one in which the 
cooperating teacher provides opportunities for authentic instructional experiences and 
provides and sometimes facilitates through conversation opportunities for the student 
teacher to reflect on these experiences.   
Understanding the need for reflection is important to those working to train 
teachers; they need to be able to justify including reflective strategies as a topic of 
coursework, action, and practice.  The value of reflection in professional practice has 
been found to vary widely (Griffiths, 2000; Lee, 2005; Loughran, 2002; Zeichner, 1987). 
Some researchers (Griffiths, 2000 & Zeichner, 1987) have reported a perceived 
disconnect between reflection and action.  Griffiths proposed that reflection does not 
necessarily bring about change due to the complex nature of implementing a common 
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methodology that is observable by teacher educators.  Zeichner cited a lack of empirical 
evidence supporting a connection between reflective thinking and changes in practice.  
Griffiths proposed that the lack of a common methodology of teaching reflective 
practices may lead some practitioners to believe that there is no connection between 
reflective practice and action.  
On the other hand, reflective activities, including engaging in intentional 
reflective dialogue can lead to growth in teachers.   Freese (2006) studied a single student 
teacher’s growth over a two-year period.  As part of this study, Freese described the 
benefits of regular reflection for the student teacher.  Freese stated that understanding the 
student teacher’s perspective led the researcher to be more aware of the challenges faced 
by the student teacher throughout the teaching experience: “I realize at times I had my 
eyes focused on the end product and was not in touch with the developmental process” 
(p. 116).  Therefore, the supervisor should be actively engaging in reflective activities 
throughout the experience, not just at the conclusion of student teaching.  Freese found 
over the two-year span of the study that there was value in incorporating various types of 
reflective activities in the teacher training program.  Examples given in the paper 
included collaboratively viewing a video of a teaching experience and regular journaling 
by the student teacher.   
In a report regarding research on teacher preparation prepared for the U. S. 
Department of Education, Wilson, Floden and Ferrini-Mundy (2002) stated that veteran 
and new teachers viewed their field and student teaching experiences as the most 
“powerful” part of their teacher training (p. 195).  The researchers found that impact of 
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these experiences were enhanced when student teachers were (1) required to observe and 
interview students, (2) participate in a sequentially planned series of field experiences, (3) 
undertake an action research project in conjunction with a field experience, and (4) 
participate in laboratory experiences that required some form of intentional reflection.   
Many reflective practices in teacher education programs are built on Schӧn’s 
(1987) ideas, especially those relating to the value of reflection-on-action in which 
practitioners reflect on past experiences.  Griffiths (2000) wrote, “Reflection both in and 
after action is important in order to evaluate and moderate intuitive practice” (p. 543).  
Meaning making occurs when experiences are evaluated.  For experiences to have value, 
they must be meaningful.  How do teacher educators design programs of study that 
encourage meaningful reflection and discourse?  In an examination of effective reflective 
practice, Loughran (2002) encouraged teacher educators to design a course of study that 
includes real situational teaching prior to the student teaching field experience.  By 
participating in such experiences earlier in their training, student teachers begin to 
develop reflective thinking skills well before student teaching.  Student teachers who 
learn to engage in reflective practices early in their training are better prepared to frame 
and reframe their teaching experiences in a way that makes those experiences more 
meaningful.    
The use of a variety reflective practice in student teaching is beneficial to all 
involved in the student teaching triad.  In the next section, I specifically discuss research 
related to discourse and reflective dialogue during the student teaching experience.  This 
research informed my study of the use of reflective dialogue within the triad.   
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Dialogue and Discourse 
 Talking about teaching with an experienced teacher or mentor soon after a 
teaching experience has been found to be valued by the student teacher.  
Examination of the manner in which members of the student teaching triad speak about 
teaching experiences is an area of some research.  The purposefulness of the reflective 
sessions is a key component of the success of intentional reflective dialogue during 
student teaching.  Additionally, who student teachers prefer to engage in conversations 
with may also determine the perceived success of intentional reflective dialogue. 
The characteristics of the dialogue that occur between student teachers, 
cooperating teachers and their supervisors have been the subject of study by the research 
community (Jewett & Goldstein, 2008; Shantz & Stratemeyer, 2000; Zeichner & Liston, 
1985).  Student teachers engage in conversations about their teaching throughout their 
student teaching field experiences.  Reflective dialogue can occur in many situations; 
many people are potentially involved in these conversations: the student teacher, 
cooperating teacher, university supervisor, other university faculty members, other 
student teachers, professionals and teachers at the student teaching site assignment, and 
friends and family.     
Research (Shantz & Stratemeyer, 2000; Zeichner & Liston, 1985) has focused 
primarily on the dialogue and discourse that happens at school or during the university 
seminar or practicum.  In a questionnaire-based study of student teachers in Canada and 
Scotland, Shantz and Stratemeyer (2000), reported that the student teachers will not 
necessarily engage in meaningful conversations if they feel uncomfortable with the 
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supervisor leading that conversation.  The researchers encourage university-based 
supervisors to be aware of this issue that they describe as a power-based problem.  
Zeichner and Liston (1985) reported that of 260 minutes of analyzed discourse, only 19.6 
percent consisted of reflective dialogue as measured by the researchers’ reflective 
teaching index. 
 Reflection implies a deeper understanding of teaching through critical 
examination and the questioning and setting of goals by the student teacher.  Stegman 
(2007) made a distinction between reflecting on practice and merely thinking about music 
teaching.  Stegman found that the cooperating teacher was integral in leading the student 
teacher in the process of reflective dialogue through providing teaching opportunities and 
providing feedback.  The researcher reported that the reflective conversations were most 
beneficial when the following criteria were met: 
1. They occurred on a regular basis. 
2. The student teacher was permitted to initiate the course of the discussion. 
3. The questions and process were modified to meet specific circumstances. 
4. The cooperating teacher probed for further inquiry. 
5. The cooperating teacher guided inquiry toward more significant levels of 
reflection and offered related experiential advice or anecdotes (p. 79). 
Jewett and Goldstein (2008) examined the make-up and inner workings of 
graduate level discourse groups.  They wanted to understand how teachers built 
knowledge within these groups.  They found that if the participating teachers were more 
cognizant of the words they were speaking, the discourse became more professional and 
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meaningful.  For example, after a period of time, the participants realized that they were 
quick to offer advice rather than truly listening to the issues brought to the group.  The 
members of the group began to realize that they had a responsibility to truly listen to the 
others in the group and speak in a way that brought their beliefs about the subject matter 
to the group.  The teachers used language to collaboratively construct meaning during the 
learning process.  The researchers suggested that teacher educators encourage this same 
type of communication in their discussion groups.  Reflective dialogue between students 
and their teachers can eventually result in a more caring, empathetic relationship in which 
they begin to appreciate another point of view on teaching and learning (Kim & Shallert, 
2011). 
 The type of reflective conversations in teaching has been evaluated and defined in 
teacher research.  In a study examining the use and value of feedback in teaching, 
Rodgers (2006) defined the term “descriptive feedback” as a reflective conversation in 
which students describe their experiences and articulate learning goals (p. 210).  This 
type of feedback is descriptive rather than evaluative in its nature and focuses on the 
student’s learning rather than the teacher’s teaching.  Descriptive feedback allows the 
learner to have more control of their learning; because there has been an intentional 
conversation, she can make choices regarding the teacher’s expectations of her.  Rodgers 
stressed that the conversations that occur between the teacher and the learner are based in 
a trusting relationship. 
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Conclusion 
 
 The body of literature presented here provides insight into three distinct areas: the 
student teaching triad, reflective practices during student teaching and the use of 
intentional reflective dialogue during the student teaching experience.  Gaining insight 
into the traditional roles played by each member of the triad was an important aspect in 
my understanding of the workings of the triad and my own role in the group as a 
participant-observer.  Understanding the social and collaborative dynamics of the triad 
was enlightening to me as I began the interview phase of the study.  The research on 
reflection and the dialogue that occurs during reflective conversations was a key 
component in the design of the study described in Chapter Three and the analysis of the 
data found in Chapter Five.  
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CHAPTER THREE: METHODOLOGY 
 
The purpose of this collective case study was to explore the perceptions of two 
music student teachers, their cooperating teachers and the university supervisor regarding 
the characteristics, purpose, and function of intentional reflective dialogue within the 
student teaching triad during the student teaching experience.  The insights of these 
stakeholders are important to the music education community, especially those who are 
directly involved in the training of new teachers.  
The Importance of Reflective Dialogue within the Triad: 
 A Personal Reflection on Experience 
 
This study is the result of twenty years of experience in the area of music teacher 
training.  I first was a music student teacher in 1993, then a cooperating teacher to over 
fifteen music student teachers over a period of eleven years, and am now a college 
supervisor of music student teachers.  Each of these experiences, whether positive or 
negative, has helped shape my personal view of music teacher preparation and my 
approach to teaching future music teachers.   
My primary responsibility at Oakhurst College is to oversee the music education 
program, including supervising the music student teachers.  I began my doctoral studies 
the same semester that I began working as the music education coordinator at the college.  
This simultaneous work with student teachers and my doctoral coursework and research 
prompted me to want to find out more about the interactions between the student teacher, 
cooperating teacher, and university supervisor, often referred to as the student teaching 
triad.   
My specific curiosity and focus was about the conversations that occur between 
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the triad participants.  What do they talk about?  How deeply do they delve into their 
beliefs about teaching music or are their conversations simply a retelling of their teaching 
experiences?  Who initiates the conversations?  What role does each triad member play?  
A review of the literature led me to studies in the use intentional reflective dialogue in 
teacher preparation in which the stakeholders—in this case, student teacher, cooperating 
teacher, and university or college supervisor—reflect on and talk about teaching 
experiences in a purposeful manner.  As I considered the notion of talking about music 
teaching, I began to reflect on my own experience as a member of the triad.  I realized 
that without reflective dialogue by the members of the triad, the student teacher is at risk 
of becoming lost in the experience and may merely go through the motions to complete 
the student teaching experience; I first came to this realization as a result of reflection on 
my own student teaching experience.  I realized as I read more about reflective practices 
that I had not experienced this type of dialogue in my own student teaching, nor had I 
engaged in it as a new cooperating teacher.  I believed that my own experiences as a 
student teacher would have been richer and more meaningful had I participated in 
conversations that allowed me to reflect on teaching practices with a seasoned teacher 
who was willing to engage in dialogue that was positive, engaging, and challenging to me 
by forcing me to examine my own assumptions about teaching.   
The following vignettes are examples of various interactions I have had as a 
member of the student teaching triad.  These experiences caused me to consider the 
nature of the dialogue that occurs and to examine the relationships that exist between the 
members of the student teaching triad, specifically, those involved in teaching music.  As 
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I reflect on my own experiences, I believe that as a student teacher, I was not given 
opportunities for meaningful conversations that centered on my teaching experiences.  
Any transformation or paradigm shift that occurred was the result of fixing something 
that I did wrong or finding my own way through the teaching experiences.  The negative 
feelings I have about my student teaching, however, have shaped my actions when 
participating as a member of the student teaching triad.  Understanding the importance of 
these conversations, the roles of the members of the triad and their impact on the student 
teacher has motivated me to undertake this study.   
Although my experience as a student teacher occurred twenty years ago, my 
recollections of the time I spent with my cooperating teachers are crystallized in my 
memory.   
Reflection #1: Student Teacher   
My music education student teaching experience took place at a large urban 
school district in Western Pennsylvania.  My college supervisor was the chair of our 
department and was busy, but took the time to observe my student teaching several times 
during the semester.  Our meetings were brief and cordial, but not especially focused on 
my teaching.  I know now that my supervisor was not well acquainted with my 
cooperating teachers, so there was not a strong prior relationship between these members 
of the triad.    
I had two cooperating teachers: one, a gentle young woman who taught 
elementary general music.  I learned much from observing her classroom management 
and instructional strategies.  I do not remember any conversations with her that were 
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meaningful in their content; rather, we primarily discussed day to day activities and 
scheduling.  I used many of her classroom management strategies in my own teaching, 
but I do not recall talking to her about why the tricks she taught me were successful 
management tools.   
My elementary experience is much less vivid in my memory than my secondary 
experience; perhaps this is due to extremes in the personality types of my cooperating 
teachers.  My elementary cooperating teacher was generally quiet and kind to her 
students; I was never shocked by her actions.  Conversely, my secondary cooperating 
teacher terrified me.  He was the choral director at the high school and was larger than 
life.  He was huge man, physically and in his personality.  His classroom management 
was based in intimidation and sarcasm, and although it seemed to work for him, I was 
never comfortable in his classroom.  His intimidating nature carried over to how he spoke 
to me; consequently, I rarely sought him out for help in my teaching.  On a typical day, 
he would let me know what he wanted me to teach to his classes, and he would leave the 
room.  I sometimes wondered how I was doing in my teaching, but I had few 
opportunities to talk to him about it because he was mostly absent from the classroom.  
Two important memories of conversations with him regarding my teaching help to 
illustrate one sort of dialogue between cooperating teacher and student teacher.   
The first conversation occurred after I had taught a junior high general music 
class basic guitar chords.  I had no previous experience with guitar, and I was teaching 
myself the chords as I prepared my lessons.  I had taught the students to play a simple 
chord incorrectly, and my cooperating teacher had happened to observe me that day.  He 
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was furious.  After school, he called me into his office, had me demonstrate the chord 
(wrongly), and proceeded to berate me as a teacher.  I did not cry in front of him, saving 
that for the ride back to campus.  I did not share that experience with anyone at the time, 
as I was ashamed of my lack of preparation.  Although a negative experience in my 
memory, I view this incident as an important moment in my career training.  I made sure 
from that day that I was fully prepared and educated in my instruction before I stepped 
before the class, which is likely the end result my cooperating teacher sought.  Later as a 
cooperating teacher, I consistently asked my student teachers to demonstrate any skill-
based instruction prior to teaching the students.   
 The second conversation happened during our cafeteria duty near the end of my 
student teaching experience.  I had interviewed for a K–12 music position in a tiny rural 
school district in the same county.  Rather than encouraging me, he criticized my 
aspirations to teach in that particular district.  I was not sure if he felt that I was not 
qualified to teach or if he felt that teaching at the school itself was a poor choice for me.  
His attitude about the teachers and students there surprised me.  In my usual response to 
his intimidating nature, I was afraid to express my thoughts about the benefits of teaching 
in a small school, and simply listened to his criticism of the school district.  In the end, I 
was offered the position and opted to take it.  Ironically, through my work as a choir 
director at my school and at the county level, my cooperating teacher and I became 
professional colleagues.  Eventually, I felt that I earned his respect; I wish that this had 
happened during my student teaching experience.   
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Reflection #2: Cooperating Teacher 
 Because there are four colleges and universities in a forty mile radius that have 
music education programs, the music teachers in the county where I taught public school 
tend to have many student teaching placement requests.  My school district was very 
accommodating to these requests, and I eventually hosted fifteen student teachers in my 
K–12/choral classroom over a period of eleven years.  Over that time, I engaged in 
numerous conversations with these future music teachers.  As a cooperating teacher, I 
viewed the student teaching experience primarily as a team teaching situation.  This 
model gave me the opportunity to observe the student teachers often while still 
maintaining normalcy in the classroom for my students.  We talked as often as we could, 
sometimes briefly between classes and usually during lunch and after school. Because I 
was constantly modeling music teaching for these student teachers, I believe that I 
became a better teacher through my work as a cooperating teacher.   
During my final year as a cooperating teacher, I worked with two student 
teachers.  I vividly recall the conversations I had with one of them, a young man I will 
call John.  John was a talented pianist and led a local steel drum band.  Additionally, he 
was a volunteer fireman.  I found him to be more mature than many student teachers I 
had worked with previously and enjoyed hosting him in my classroom.  John’s biggest 
challenge in student teaching came from his interactions with the young men in the high 
school chorus.  I found this particular group of men challenging; many members of the 
varsity basketball team had decided to join chorus that year and there was a pack 
mentality in the bass section.  John struggled with these men; he felt that they 
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disrespected him and the other members of the chorus.  He strove throughout his time 
with me to earn their respect, but he never felt that he succeeded in this effort.  We talked 
about his feelings regarding this situation often, and although I suggested solutions, I 
sensed that the basses would not give him the respect he desired.  I shared his frustrations 
and we explored ideas for a solution that would work for all involved.  Eventually, I had 
to tell John that he may not succeed in this instance.  Initially, he was angry at the idea 
that he would not gain their respect, but realized that he had been expending a lot of 
energy in rehearsals in trying to get through to these young men.  This conversation led to 
a change in John’s attitude toward the choir as a whole, and rehearsals became more 
positive. 
During my time as a cooperating teacher, the college supervisors were generally 
the same supervisors who had overseen my own student teaching; we did not usually talk 
about the student teachers unless there was a negative issue occurring in the classroom.  I 
do not recall a post-teaching conference in which all three members of the triad were 
together purposefully talking about an observation.  Looking back, I regret that we did 
not engage in these conversations.  Perhaps had we done more of this, the student 
teacher’s experiences would have been more meaningful.   
Reflection #3: College Supervisor 
 When I began at Oakhurst College as a full time faculty member in 2008, my 
duties included coordinating the music education program and supervising the music 
student teachers.  As the college supervisor, I engaged in conversations with student 
teachers regularly.  The transition from cooperating teacher to college supervisor was 
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enlightening. Because of my experience as a cooperating teacher, I was aware of the daily 
expectations put upon teachers as well as the challenges they face regarding planning, 
preparation, instruction, classroom management and the many other tasks that must be 
completed in order to succeed in today’s classrooms.  This awareness, as well as the 
many previously established relationships with the cooperating teachers with whom I 
work, allowed me to interact and converse with them easily as a college supervisor.  The 
conversations we had are professional yet comfortable; most of the cooperating teachers 
were willing to share their thoughts not only about the student teachers in their 
classrooms but additionally, their feelings on teaching music.    
 Near the beginning of my work as a college supervisor, I worked with a young 
woman who struggled in her elementary placement; I will call her Rebecca.  A specific 
conversation with Rebecca impacted my future interactions with student teachers that 
came after her.  Previously, we had discussed her discomfort with her first seven-week 
placement; her personality and her cooperating teacher’s disposition were not a good 
match.  This was the unfortunate result of a last minute change of cooperating teachers.  
The cooperating teacher’s expectations were high and reasonable, but Rebecca had 
difficulty meeting these expectations.   Throughout the first weeks of the semester, I had 
encouraged Rebecca to fulfill her obligations and teach her lessons in a competent 
manner.  I gave her small pep talks and had discussions with the cooperating teacher 
regarding the Rebecca’s work in the classroom.  I was confident that the cooperating 
teacher would challenge her; I hoped that Rebecca would rise to the challenge and grow 
and mature as a teacher.  
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Near the end of her elementary placement, Rebecca requested a meeting with me 
after school.  As we sat down, I sensed that she was struggling to keep her emotions in 
check; before we began to talk, she started to cry.  During the conversation, she shared 
with me that she did not want to be a music teacher.  This surprised me, as I had never 
had a previous sense that she was unsure of her career path.  As I spoke with her, I 
eventually uncovered that she did not want to be a music teacher with her cooperating 
teacher.  Rebecca was afraid of her cooperating teacher.  I was reminded of my own 
experience as a student teacher, and immediately empathized with her.  I realized that 
although I had spoken with Rebecca throughout the previous weeks, I had not really 
listened to her.  I sensed that she felt that she was alone in this experience and it was at 
that point that I shared with her my own student teaching experiences.  The conversation 
ended with Rebecca agreeing to finish her elementary student teaching; she only had 
eight days remaining.  She moved on to her secondary placement with a new cooperating 
teacher, and she had a more positive experience.  Rebecca is now teaching elementary 
music.     
My work with Rebecca made me realize that although I thought I had been 
listening to my student’s needs, I was only addressing immediate concerns that arose as 
they completed their student teaching assignments.  I became conscious of my obligation 
not only to critique student teachers and answer their questions, but to listen to them 
critically and with empathy so that they do not feel as though they are alone in their 
student teaching experience.   
In this study, I sought to explore the practice of reflective dialogue as it may occur 
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during the student teaching field experience.  I wanted to examine reflective dialogue 
from the perspective of a pair of music student teachers, their cooperating teachers, and 
through my own personal perspective as a supervisor.  Through this research, I can 
illuminate the perceived effectiveness of the use of reflective dialogue for these 
participants, contributing to the body of professional knowledge about this topic.  The 
research questions addressed in this study are:   
1.  What are the student teaching triad members’ perceptions of the nature and use of 
intentional reflective dialogue during the music student teaching experience?  
2. What is each of the student teaching triad members’ perceptions of his or her role 
in engaging in intentional reflective dialogue?   
This research study was performed through the use of a case study approach.  I 
chose to use a qualitative methodology so that I could gain an understanding of the 
personal perceptions of the participants regarding the supervisory models in which they 
were involved. Bresler and Stake (1992) listed many characteristics of qualitative 
research in music education, describing it as holistic, empirical, descriptive, interpretive, 
and empathic.  The case study approach allowed me to examine the experiences of the 
participants engaged in reflective dialogue, gaining insight from each of the members of 
the student teaching triad.  This study does not seek to evaluate the effectiveness of any 
single music teacher preparation program; rather, I hoped to explore the perceptions of 
these participants concerning the nature of the reflective dialogue that is undertaken 
during the student teaching experience. 
 
53 
 
    
Overview of the Case Study Method of Research 
Qualitative research helps researchers to reach a deeper understanding of the 
topic.  Colwell (2006) used the words “a more sophisticated account of things” (p. 273) 
to describe the aim of qualitative research in music education.  Colwell (1985) advised 
that there should be continuing examination of music education preparation using data 
from qualitative and ethnographic research.  The use of qualitative research allows the 
researcher to delve into a topic within the context of the subject (Colwell, 2006).  The use 
of methods such as observation and face-to-face interview in qualitative research allowed 
me to gain a better understanding of the feelings and perceptions of the stakeholders 
within the context of the student teacher triad relationship.   
 The use of case study methodology in qualitative research, especially in the field 
of education, has grown exponentially over the last forty years (Colwell, 2006; Creswell, 
2008; Gall, Gall & Borg, 2007; Patton, 2005; Tellis, 1997; Yin, 2003).  Case study 
research is a type of ethnographic design that allows the researcher to deeply examine the 
beliefs, behavior, and language of a specific small group of people (Colwell, 2006; 
Cresswell, 2008).   Cresswell (2008) defines case study as the detailed investigation of a 
confined system based on extensive data collection (p. 476).   
I chose to use the case study method because I wanted to focus on a very specific 
population within the music education community, namely the student teaching triad. The 
subject matter of case studies is selective in nature and focuses on a particular 
phenomenon within the bounded system.  In my study, the bounded system is the student 
teaching triad.  Yin (2003) described case study design as one that retains the 
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meaningfulness of real-life events, and Patton (2005) said that case studies allow for 
“depth, detail and individual meaning” (p. 16).  Examining two student teaching triads as 
cases afforded me the opportunity to examine deeply the type of intentional reflective 
dialogue that was occurring between its members.    
I chose to study two triads as I sought to find similarities and differences in the 
themes that emerged from each triad.  Stake (1995) identified three types of case study 
research: intrinsic, instrumental, and collective.  The intrinsic case study focuses on a 
single phenomenon found in a particular situation or case.  The instrumental case study 
examines an issue within a case; the researcher seeks to “illuminate” (Cresswell, 2006, p. 
476) or provide insight into a particular issue. In instrumental case study, the case itself is 
secondary, facilitating an understanding of something else within it (Baxter & Jack, 2008; 
Stake, 1995).  Stake described collective case study as the examination of two or more 
cases in order to better understand the phenomena being studied.  This research could 
best be described as collective case study, as I examined the reflective dialogue of two 
student teaching triads.  I sought to better understand how student teachers articulated 
their feelings about their teaching experiences and how they shared these thoughts and 
feelings with their cooperating teachers and with me.  I was able to fully immerse myself 
within the triad by maintaining the role of the university supervisor in the two triads I 
studied.   
Researcher Role: Participant-Observer 
Yarbrough (2003) described the technique of participant-observation:  “The 
researcher observes, listens to, and sometimes converses with the participants in as free 
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and natural an environment as possible” (p. 10).  Yin (2003) defined the role of the 
participant-observer: “Participant-observation is a special mode of observation in which 
you are not merely a passive observer.  Instead, you may assume a variety of roles within 
a case study situation and may actually participate in the events being studied” (p. 94).   
Further, Yin described the role of the participant in case study research as a 
unique opportunity to fully participate in the case being studied.  According to Yin, one 
of the unique benefits of researcher as participant-observer affords the researcher to gain 
unique real-time insights of the case that would not normally be available through written 
interviews or other data sources.  Bernard (1994) listed three advantages to the 
participant- observer method:   
First, it enhances the quality of the data obtained during fieldwork. 
Second, it enhances the quality of the interpretation of data, whether those 
data are collected through participant observation or by other methods. 
That is, participant observation is thus both a data collection and an 
analytic tool. Third, it encourages the formulation of new research 
questions and hypotheses grounded in in-the-scene observation. 
(Bernard, 1994, p. 258). 
 
I chose to participate in this study as a participant-observer because I wanted to 
fully immerse myself in the conversations that occurred over the course of the study.  The 
participant observer forms relationships with the participants within the system being 
studied.  In the present study, I had already formed relationships with the student teachers 
through my work as their instructor in their music education courses at Oakhurst College.   
Additionally, I had on-going professional relationships with the cooperating teachers in 
the triad.  My role as the university supervisor for Oakhurst College student teachers 
afforded me a unique opportunity to be an established part of the bounded system (triad) 
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in this study.    
After weighing the advantages and potential detriments of the participant-
observer model, I felt retaining my role as triad supervisor while positioning myself as a 
participant-observer to do the research would create the most authentic experience for all 
involved.  My previously established relationships with the triad members allowed for 
freedom and comfort in the conversations.  I participated in the conversations with the 
student teachers and cooperating teachers as I normally would in a supervisory situation 
as I wanted the other triad members to interact with me in the same manner as they 
normally would during a student teaching experience.  My aim in the research was to 
examine the use of reflective dialogue in the student triad, and I believed that my full 
participation in the triads would yield the most authentic information.  I discuss the issue 
of potential bias later in the chapter, but believe that the benefits of my role as participant 
observer outweighed any negative effects from potential bias.   
Study Design 
Participants 
My research study focused on the members of a two student teaching triads at a 
small liberal arts college in western Pennsylvania.  The student teacher members of the 
triads were chosen using purposeful sampling.  Within purposeful sampling, there are 
several types of sampling.  My sample is a homogeneous sample in which the 
participants were members of a subgroup who have certain common characteristics. In 
this study, my participants are music student teachers and their cooperating teachers.  I 
have chosen this sample with the intent of having participants who are “information-rich” 
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(Gall, Gall, & Borg, 2007, p. 178).  The participants chosen for this study were teachers 
and students whom I have known professionally through my work as a student teacher 
supervisor and professor.  Using participants that were known to me allowed me to gain a 
deeper understanding of their experiences, and as a participant-observer, the established 
professional relationship we shared was an important aspect of this study.   
After gaining clearance from the Boston University and Oakhurst College’s 
Institutional Review Boards, I consulted with members of the education and music 
departments at Oakhurst College and requested a recommendation of two student 
teachers from the program.  The music student teachers were paired with their 
cooperating teachers prior to selection of the participants.  These arrangements are 
typically made the year prior to the student teaching experience.  I contacted the 
cooperating teachers who were being considered for the study and sought their 
willingness to participate in the study prior to engaging with the student teacher.  Prior to 
the start of the study, I met with each participant to review the institutional consent 
forms.  Each participant agreed to the parameters of the study. 
The two music educators chosen for this study collectively have 26 years of 
experience and have worked with 15 student teachers.  I have been acquainted 
professionally with Michael for 15 years and with Suzanne for five years.  These teachers 
were chosen because of their experience in the classroom as music educators, my own 
experience with them as highly esteemed professional colleagues, and for their continued 
willingness to work with pre-service music educators.  The teachers agreed immediately 
to be part of the study.   
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The student teachers paired with Michael and Suzanne were fourth year 
undergraduate students at the college in which I teach.  Thomas and Jennifer have been 
students of mine in several classes.  I felt that I knew them well and that they would be 
excellent candidates for participation in the study.  The pairings worked together for 
seven weeks; Thomas completed his secondary experience with Michael at the start of 
the first semester and Jennifer completed her elementary experience with Suzanne during 
the second half of the first semester.  In Pennsylvania, music educators are certified to 
teach K–12, General Music, Band, Choir and Orchestra.  In order to ensure a breadth of 
experience, Oakhurst College music student teachers generally complete two separate 
seven-week placements at the elementary and secondary levels.    
Michael has been a choral director for 15 years at a large high school in Western 
Pennsylvania.  He teaches three eleventh and twelfth grade choirs as well as an audio 
recording class.  He is a teacher who is musically skilled, bringing to the classroom 
excellent vocal technique, superior piano skills, perfect pitch and expertise in the area of 
concert recording.  His educational background includes Bachelor of Music degrees in 
Music Education and Piano Performance, a Master’s Degree in Piano Performance and 
he is a doctoral student currently working toward his PhD in Music Education.  His 
insights throughout the study were interesting, as he has recently begun to view his work 
with music student teachers through the lens of research in music teacher preparation. 
Suzanne is an elementary general music teacher for Kindergarten to third grade in 
a mid-sized Western Pennsylvania school district. She has been teaching in her current 
position for 11 years.  Prior to teaching, she worked as a music therapist for seven years 
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first at a state facility for developmental disabilities, then later as a private music therapist 
working with children with communication disorders.  She holds Bachelor of Science 
degrees in Music Education and Music Therapy, as well as a Masters of Music in Music 
Education.  I first met Suzanne at an Orff-Schulwerk Level One Certification course in 
Pittsburgh, Pennsylvania; we quickly discovered that we worked in the same county in 
Western Pennsylvania.  Her instructional strategies include aspects of Orff-Schulwerk 
and Dalcroze as well as a strong emphasis on music and reading literacy.  When I asked 
her if she was interested in furthering her formal education through additional graduate 
studies, she responded with a resounding no, expressing her happiness and satisfaction 
with her job.   
 Thomas was a fourth-year music education student, concentrating in piano and 
organ.  At the time of the study, he was 21 years old.  He hopes to be a choir director, 
with the goal of ultimately building a failing program to a thriving festival-worthy 
ensemble.  His other interests include directing handbell choirs, and he has given private 
piano lessons.  He accompanied the choir that I direct at Oakhurst College; I asked him to 
accompany while he was a junior in my music methods course as he had little experience 
accompanying choirs and I knew he wanted to work with choirs in his career.  This 
experience proved to be an excellent and enlightening experience for him, as he had 
underestimated the amount of time and dedication serving as an ensemble accompanist 
requires.    
 Jennifer was a fourth year music education major, concentrating her music studies 
in flute.  At the time of the study, Jennifer was 21 years old.  She was unsure as to her 
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career goals at the start of her student teaching experience, as she has interest in band and 
elementary general music.  By the end of the semester of student teaching, she expressed 
a strong desire to be an elementary music teacher.  Jennifer brought a unique perspective 
to the study, as she was home schooled throughout much of her youth, having little 
experience in a formal school setting.  However, she had worked in the summers at a 
camp for inner city youth and traveled the country as part of a music performance troupe.  
She has given private piano lessons and participated in many of the ensembles at the 
college, purposefully expanding her breadth of experience and knowledge.   
I was a participant-observer in this study.  At Oakhurst College, I am the music 
education coordinator, and as part of my responsibilities, supervise pre-service music 
education students in their student teaching experience and assign a final grade at the end 
of the student teaching semester.  In order to fully participate in this study in an ethical 
way, making it clear that the student teacher participants would not be graded on their 
participation in or their responses to the study, I removed myself from the final 
assessment component of the two student teachers involved in the study.  I had a 
colleague at the college who also supervises student teachers, and I gave the 
responsibility of formal observations for grading purposes to my colleague so that I could 
avoid a potential conflict of interest with the two students participating in the study.  The 
students were made aware of this arrangement for assessment at the outset of the study.  I 
arranged that during the semester of the study that my role as supervisor did not include 
formal evaluation and assessment of the student teachers; I hoped that this would allow 
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for more freedom in discussion by the student teachers.  This is discussed in more detail 
later in the chapter.  
Data Collection  
The data collection phase of the study took place over the period of one semester, 
or 14 weeks.  Data were collected through the use of two questionnaires, group interview, 
a reflective journal and field observations.  
The collection of data in a case study by the researcher can occur through a 
variety of methods.  These methods can include interviews, questionnaires, and 
observations by the researcher and the participant(s) (Cresswell, 2008; Gall, Gall & Borg, 
2007; Tellis, 1997).  Accordingly, in addition to using pre- and post-study questionnaires, 
I recorded the reflective sessions that occurred between all members of the triad, 
observed the interactions of the student teacher and cooperating teacher during these 
sessions, and analyzed journal entries provided to me by the student teachers and 
cooperating teachers.  
  In my data analysis process, I analyzed the researcher observations and 
participant responses by first creating a description of each case, finding emergent themes 
within the description, and then analyzing those themes.  In the present study, I 
transcribed the reflective sessions within a week of each session.  These transcriptions, 
along with the student teacher and cooperating teacher journal entries provided me the 
most information for the description of each case.  From the description, I began to look 
for and uncover the emergent themes from the two cases. I also examined the description 
for divergence of those themes from the participants’ responses.  These divergent themes 
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converged in a synthesis of the experiences described by the participants (Baxter & Jack, 
2008; Fossey, et al, 2002).  I compared the findings from each triad and performed a 
detailed analysis of the convergent themes, eventually finding five themes that were 
common between the two triads.  The identified themes were conversations, feedback, 
relationships, self-realization, and mentoring.     
Questionnaires.  The student teachers and their cooperating teachers completed a 
questionnaire at the beginning and the end of the student teaching field experience.  A 
pilot questionnaire was created and implemented prior to the beginning of the case study.  
Pilot questions allowed me to determine if the questions are able to be answered and 
make sense to the interviewees.  The pilot questionnaire participants did not participate in 
the final study, but the pilot questionnaire results were helpful in forming the final 
version of the questionnaires. The pilot participants suggested some changes to the 
wording of the questions to clarify exactly what each question was asking.  I made these 
changes prior to giving the initial questionnaire to the study participants. 
The questionnaires consisted of 6–7 questions and asked the participants 
questions dealing with three distinct areas: their perceptions of the roles of the other triad 
members, their thoughts on the conversations that occur during the student teaching 
experience, and their view of the relationships that exist between the members of the 
triad.  I wanted to find out if the participant’s views on these aspects of the student 
teaching experience changed over the course of the study (Appendices One, Two, Three 
and Four).   
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Reflective session interviews.  Interviews of study participants took place over 
the time period of 14 weeks.  I interviewed each student teacher and cooperating teacher 
three times.  The student teachers each had two cooperating teachers due to two separate 
seven-week placements. I studied each of the student teachers’ placements with only one 
of their cooperating teachers.  The semester lasted a total of 14 weeks; I performed two 
interviews with Michaels and Thomas during the first seven weeks of the semester and 
with Suzanne and Jennifer during the last seven weeks of the semester. As a member of 
the triad, I participated in these recorded conversations.  I intentionally scheduled the 
interviews at the beginning and end of each seven-week period to analyze any differences 
in the nature of reflective dialogue occurring between members of the triad.  The final 
interview—the group interview—occurred at the end of the 14-week semester.  All 
members of the triads were present for the group interview.   
 I met with the student teacher and the cooperating teacher together at their 
schools.  I explained the study and the responsibilities of each participant and elaborated 
on the expectations of the conversations that would occur during the student teaching 
experience.  The second interview took place mid-way through the semester and the third 
at the end of the experience.  Transcriptions of participant interviews were transcribed 
following each interview by the researcher.  Interview responses were coded according to 
emergent themes.   
 Group interview.  A final group interview occurred at the end of the 14-week 
student teaching experience.  This interview occurred after the second questionnaire was 
completed so that all participants had the opportunity to reflect prior to the group activity.  
64 
 
    
At the end of the 14-week study period, I asked the members of both triads to join me in a 
collaborative group interview.  We met in the evening in the conference room of the 
college where I work and at which Thomas and Jennifer were students.  I recorded the 
session with the ZOOM voice recorder, saving it to a memory card.  I later transcribed 
the discussion.   
To prepare for the meeting, I transcribed all of the interviews and selected several 
topics that were common among the two triads. I created a list of questions based on the 
transcriptions that I intended to use to guide the conversation if necessary (Appendix E).  
To initiate the conversation, I extracted quotes from the interview transcripts and shared 
these with the participants at the beginning of the meeting.  Gall, Gall and Borg (2007) 
reported that focus groups sometimes stimulate conversations and insights that may not 
have occurred in individual interviews.  I wanted this final group interview to stimulate 
such a conversation.  My aim in bringing the two triads together was to give the 
participants the opportunity to share their experiences in an open forum.  The interview 
questions for the group meeting were created as the study progressed throughout the 
semester and were based on the questionnaire questions.  The resulting conversation 
supported and affirmed the information gathered in the other forms of data.    
Written journals.  Researchers have studied the use of journals in the preparation 
of pre-service teachers (Cohen-Sayag & Fischl, 2012; Good & Whang, 2002; Knapp, 
2012; Krutka, et al, 2014; Meyer, 2009).  Encouraging pre-service teachers to record their 
reflections in a journal provides them an opportunity to connect new and existing 
assumptions about teaching and knowledge (Cohen-Sayag & Fischl, 2012; Knapp, 2012; 
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Krutka, et al. 2014).  Journals allow pre-service teachers to record their thoughts and 
feelings about their learning and if re-examined, recognize the evolution in their teaching 
(Good & Whang, 2002). Within the lens of transformative learning, journaling provides a 
tool for learners to record their thoughts, later returning to those ideas and reframing the 
thoughts in such a way that a change or transformation may occur (Meyer, 2009).   
The student teachers and cooperating teachers recorded their observations and 
thoughts of the student teaching experience over the course of the semester in a written 
journal.  I intended to have all these participants use an electronic blog as a journaling 
device; however, two of the participants preferred to write their thoughts on paper.  The 
journal was electronic for the ease of completion and submission of the journal entries at 
the end of the study.  The purpose of the journal entries was to provide insight into the 
experiences and feelings of the participants.  Knapp (2012) stressed that journaling is a 
teaching tool that allows purposeful reflection on their “apprenticeships of experience” 
(p. 337).  I asked that the participants provide a minimum of one entry every week into 
this journal.  At the end of the data collection period, I collected the journals and coded 
the responses. As participant-observer, I kept a research log to record my interactions 
with the participants (Conway, 2002).  The research log tracked the dates of all meetings, 
observations, journal entries, and questionnaire submissions. 
Observations.  Observations of meetings between student teachers and the 
university supervisor took place during the same semester.  These observations occurred 
at the regularly scheduled student teaching practicum meetings of the music student 
teachers.  Because I was the university supervisor, I recorded each session using the 
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ZOOM Q3HD Video Recorder.  I recorded an observation of the student teacher and 
cooperating teacher in order to observe how they interacted with one another in the 
student teaching setting.  The conversations between members of the triad were recorded 
with an Olympus WS-300M Digital Voice Recorder or ZOOM Q3HD Video Recorder.  
Because this study was a collective case study, I coded the responses of each triad 
separately.  After the initial identification of emergent themes in each triad, I looked for 
cross-case commonalities among the different triads (Cresswell, 2006).   
Throughout the 14-week period, I transcribed the interviews and recorded 
observations.   
Timeline of Data Collection 
Week One 
I met with Michael and Thomas to explain the study and answer any questions 
that they had regarding their participation.  At that time, they signed the Institutional 
Review Boards’ required permission forms.  I gave them the Start of Student Teaching 
Questionnaires (Appendices A & B) and outlined the purpose of the journals.   
Weeks Two and Three 
I collected the Start of Student Teaching Questionnaires from Michael and 
Thomas and began reading the journal entries.  I participated in the weekly student 
teacher meeting at the college with Thomas, Jennifer and three other student teachers as 
well as my colleague who assisted with supervision.   
Week Four 
I observed a choral rehearsal conducted by Thomas, and then recorded the 
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conference that occurred immediately following the observed class period.  Following the 
conference, I interviewed Michael and Thomas, asking questions regarding the reflective 
conversations they were participating in during the student teaching experience.   
Weeks Five and Six 
I continued to gather the journal entries and meeting with Thomas and Jennifer as 
part of their regularly scheduled student teacher practicum meetings.  
Week Seven 
I visited the Michael’s high school the day after a major concert, and observed 
and recorded the reflective conversation regarding the concert that occurred between 
Michael and Thomas.  I then formally interviewed them, participating in the conversation 
as the observer participant.  At this point, Thomas was moving to another school for his 
second placement.  I asked Michael and Thomas to complete the End of Student Teaching 
Questionnaire (Appendices C and D). 
Week Eight 
I met with Suzanne and Jennifer to explain the study and answer any questions 
that they had regarding their participation.  At that time, they signed the Institutional 
Review Boards’ required permission forms.  I gave them the Start of Student Teaching 
Questionnaires and outlined the purpose of the journals.   
Week Nine 
I collected the Start of Student Teaching Questionnaires from Suzanne and 
Jennifer and began reading their journal entries.  The weekly student teacher meetings 
continued with Jennifer, Thomas, my colleague who assisted with observations and the 
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three other student teachers in attendance.   
Week Ten 
I observed a Kindergarten class taught by Jennifer, and then recorded the 
conference that occurred immediately following the observed class period.  Following the 
conference, I interviewed Suzanne and Jennifer.  All three of us actively participated in 
the discussion. 
Weeks Eleven, Twelve and Thirteen 
I continued gathering Jennifer and Suzanne’s journal entries and meeting with 
Thomas and Jennifer as part of their regularly scheduled student teacher practicum 
meetings.  
Week Fourteen 
I observed an elementary general music class team-taught by Suzanne and 
Jennifer, and observed and recorded the reflective conversation between them regarding 
the class.  I formally interviewed them, participating in the conversation as the 
participant-observer.    I asked Suzanne and Jennifer to complete the End of Student 
Teaching Questionnaire. 
Group Interview 
I invited all four study participants to the college to engage in a group interview.  
Prior to this session, I transcribed all of the recorded interviews, and extracted some 
quotes from the interview that we then discussed as a group.  Additionally, I asked 
questions (Appendix E) specific to the study.  The session lasted approximately fifty 
minutes and was recorded using a ZOOM voice recorder. 
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Data Analysis 
When analyzing the data collected through the interviews, observations and 
journals, I followed an interpretational analysis approach.  In this approach to data 
analysis, the researcher examines the data, identifying constructs, patterns and themes 
that describe the phenomena, in the case of the present study, reflective dialogue, being 
studied (Gall, Gall & Borg, 2007.)  I began with open coding in which I identified the 
themes in the responses and separate those themes into categories and subcategories.   
After the initial phase of open coding, I proceeded to an axial coding step (Cresswell, 
2006) in which I tried to identify relationships between the themes and categories 
identified during the open coding phase.   
As the transcriptions were reviewed, I looked for the emergent themes and began 
to code participant responses, conversations, and reflective journals according to these 
themes.  I organized the emergent themes in a table that related each theme to the 
research questions.  I completed two sets of these tables, one for each triad so that each 
case was analyzed separately.  Once I had determined the common themes found in each 
triad, I then compared the two sets of results, and determined the common themes 
between the two triads.  I had a colleague in my college’s education department assist me 
with this step of the analysis.   
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Table 1 
 
Summary: Triad One Emergent Themes Coding 
Theme Key Words Descriptions 
Conversations 
 
 
 
 
Feedback 
 
 
 
 
 
 
 
Relationships 
 
 
 
 
 
 
Self-Realization 
 
 
 
 
 
 
Mentoring 
Engagement 
Dialogue 
Purposeful 
 
 
Leading Questions 
 
 
 
 
 
 
 
Interactions 
 
 
 
 
 
 
Reflection 
Inner dialogue 
 
 
 
 
 
Collaboration 
ST/CT/US ask questions 
Realistic in content 
Find pleasure in the conversations 
Daily reflective sessions 
 
Leads to improvement 
Comments are repeated 
Carefully chosen; too much can be 
overwhelming 
CT: Practical 
ST: Seeks Guidance 
US: Theoretical 
 
Trust 
Mutual Respect 
Objectivity 
Allow for empathy 
Professional 
US-Feeling of disconnection 
 
Reflection leads to self-discovery 
Takes time in conversation 
Journals can allow for private 
reflection 
Leads to transformation 
Independence 
 
Learning environment important 
Both CT and ST engage in reflection 
CT: Attitude of improving profession 
Empathetic 
Encouraging 
Notes: ST indicates student teacher 
           CT indicates cooperating teacher 
           US indicates university supervisor 
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Table 2 
 
Summary: Triad Two Emergent Themes Coding 
Theme Key Words Descriptions 
Conversations 
 
 
 
 
Feedback 
 
 
 
Relationships 
 
 
 
 
Self-Realization 
 
 
 
 
 
 
 
 
Mentoring 
Dialogue 
Purposeful 
Facilitated  
 
 
Conversation 
Critique 
 
 
Trust 
 
 
 
 
Reflection 
Self-Discovery 
 
 
 
 
 
 
 
Collaboration 
Guidance 
Learning through discussion 
Sharing thoughts on teaching in the 
moment 
Guided questions 
 
CT/US provide suggestions for 
improvement 
Validation 
 
Comfortable 
Friendly 
ST finds value in interactions with CT 
Professional 
 
Reflecting on frustrating lessons and 
situations 
Celebrating successes 
Finding value in experiences 
CT recognizes own weakness in 
teaching 
ST identifies changes within 
themselves 
 
ST/US appreciate experience of CT 
Team teaching 
Modeling best practices 
CT allows ST to be independent 
Notes: ST indicates student teacher 
           CT indicates cooperating teacher 
           US indicates university supervisor 
 
Based upon the emerging themes, I prepared a discussion of the results, based 
upon the research questions.  This analysis can be found in Chapter 5.  In Chapter 5, I 
described through narrative descriptions and vignettes the perceptions of the participants 
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of the value of and their roles in the practice of intentional reflective dialogue during the 
student teaching experience.  
Trustworthiness and Applicability 
Through a thorough data analysis, I sought to ensure the trustworthiness of the 
research study.  The validity of the study was ensured through the use of peer review and 
member checking.  Member checking allows the participants to vouch for the accuracy of 
the account or transcription of the interview and if the account is an accurate 
representation of their thoughts and perceptions (Cresswell, 2006).  Member checking 
occurred after the transcriptions were completed.  I asked each participant to read the 
transcriptions to assure that the conversations I transcribed from the recorded interviews 
were-to the best of their knowledge-the conversations that actually occurred.  
Transcriptions of participant interviews were transcribed following each interview by the 
researcher.  As the transcriptions were completed, the study participants reviewed them to 
assure that what I had transcribed was what they had said and intended.   All four 
participants responded to my request for the review of the transcriptions.  Interview 
responses were coded according to emergent themes.  For peer review, after the 
transcriptions were coded, I consulted with a member of the education department at my 
college to audit the coding of the transcriptions.  We examined the key results of the 
interviews and scrutinized the coding.  My colleague made suggestions to clarify my 
initial thoughts on the coding and I made slight changes to the initial coding.  
Triangulation, or the use of several methods of data collection and its analysis, 
enhanced the trustworthiness of the study.  The accuracy of the report is usually more 
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credible when the researcher examines the various data sources for themes that are cross- 
referenced in multiple sources (Cresswell, 2006).   Denzin (2012) describes triangulation 
as a method to gain a deeper understanding of the phenomenon that is being studied (p. 
82).  I used five methods of gathering data: questionnaires, interviews, a group interview, 
field observations, and journals.  In my analysis of the participant responses, I found 
commonalities in the data in all information sources. 
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CHAPTER FOUR: THE TRIADS 
 
In Chapter Four, I recount the conversations that occurred between the members 
of the two triads. I provide a summary of the journal entries provided by the cooperating 
and student teachers.  I conclude this chapter with a recounting of the group interview 
that occurred at the end of the study period.  The conversations included in this chapter 
are excerpts selected from the transcriptions of over 150 minutes of recorded discussions 
and 30 journal entries.  I have attempted to provide a thick description of the interactions 
between the participants of the triads so that future researchers may have a rich 
description of the cases with which to compare their own research (Gall, Gall & Borg, 
2007).  As a participant-observer, I believe that I have provided an accurate accounting in 
the following pages.   
The First Triad: Michael, Thomas, and Me 
He always makes me feel better when we talk.  He always has something 
good to say and some criticism.  I always ask for criticism.  I need it.  
 
 –Thomas 
 
Introductions.  The triad of Michael, Thomas and me was established in August, 
2013.  We first met to discuss this study during the last week of August at the high school 
where Michael teaches.  This was the first opportunity that I had to observe the 
interactions between Michael and Thomas.   They had begun working together as 
cooperating teacher and student teacher just a few days before this first meeting.  Michael 
had already taken the time to get to know Thomas, and they seemed very comfortable 
with each other.    
Michael and I first met fifteen years ago, when I was a choral director in a nearby 
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school. We often saw each other at choral events and regional and state conferences.  Our 
relationship is collegial; Michael is a doctoral student at another university, and we often 
discuss the issues raised in our various classes. I have invited him to present at various 
professional development courses at my college.  I find Michael to be very easy to talk to. 
He is unafraid to express his opinions on any subject.  He is extraordinarily serious about 
music education and continually strives to be a better teacher.  At the time of our work 
together on this study, Michael was a doctoral student at a local university.  When I 
approached him concerning participation in this study, he agreed without hesitation. 
Michael teaches at a senior high school with an enrollment of 1,273 eleventh and 
twelfth grade students.  Although located in a mid-sized town with a population of just 
over 13,000 people in Western Pennsylvania, the district itself encompasses a 150 square 
mile area. The school district population is 7,900 students and 600 teachers working in 
eleven school buildings.  Michael is one of twelve music teachers in the school district.  
He taught his classes in a section of the school building that is essentially separate from 
the main school complex; one must walk outside and enter the music suite through 
another set of doors.  His daily schedule included three choirs, one recording class, a 
home room period, a study hall period and a prep period. 
Thomas was a senior music education major at Oakhurst College.  He is from a 
large family and shared with me that he felt somewhat removed from his family, not 
having lived at home since he was seventeen years old.  Thomas was first a student in my 
string methods course, then later in my elementary and secondary music education 
methods courses.  Thomas’s concentration was organ and piano, and he has a good 
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singing voice.  My first impressions of Thomas were that of a young man somewhat lost 
in deciding what he wanted to do with his life.  He was paying for much of his college 
tuition himself and worked up to three jobs at a time while enrolled so that he could meet 
his financial obligations.  In seeking some way to help him financially and professionally, 
I asked him to accompany the choir that I direct at the college.  I discovered that although 
he was a keyboard major, he had never regularly accompanied a choir.  The experience 
proved itself to be one of great growth for him, and he later shared with me that he felt 
that he grew professionally in his role as accompanist after his experiences in student 
teaching and with my choir.   
I am the music education coordinator at a small Christian liberal arts college in 
Western Pennsylvania.  As an undergraduate, I majored in music education with a 
concentration in viola.  I started my career as a music educator in 1993 as a teacher in a 
small public school district in Western Pennsylvania.  My duties in my first position 
included K–4 general music and 5–12 grade choirs as well as some instrumental lessons. 
My experience in teaching high school choir is beneficial when observing student 
teachers working with choirs.   In 2004, I earned my Master’s degree in Education with a 
concentration in Curriculum and Instruction.  In 2008, I took a position at the college 
where I presently work.  I teach elementary and secondary Music Education Methods, 
Music Methods for Elementary Education majors, and supervise field experiences and the 
music student teachers.   
Michael and Thomas agreed that the role of the student teacher is one of a learner 
who is bringing a basic skill set to the student teaching experience and is there to improve 
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his skills in conducting, rehearsing and teaching.   Michael mentioned that the student 
teacher should be thoroughly involved in the daily operations of a choral program.  
Michael and Thomas stated that the cooperating teacher should be a model and mentor to 
the student teacher; Michael mentioned: “To observe, to provide constructive and helpful 
feedback, to mentor, to model and demonstrate.”  Regarding the role of the university 
supervisor, they agreed that the university supervisor acts as a liaison between the college 
and the school/cooperating teacher and observes the student teacher periodically 
throughout the student teacher’s placement.   
First reflective session.  The first reflective session between the triad of Michael, 
Thomas, and me occurred during the fourth week of Thomas’s seven-week placement.  It 
was Thomas’s second full week of teaching during the placement, as he had observed and 
assisted in the first two weeks.  I observed Thomas during the rehearsal of an eleventh 
and twelfth grade women’s choir.  He warmed up the choir then rehearsed two difficult 
compositions.  The choir was preparing for a concert within two weeks. 
I sat at the back of the room, quietly observing Thomas’s rehearsal and his 
interactions with the students.  Michael sat in the back of the room, taking notes and 
following along in the music as Thomas progressed through the rehearsal.  There were 
some positive moments in the rehearsal, but there were instances where it was apparent 
that Thomas was struggling with leading a particularly difficult intervallic and rhythmic 
passage in Wir Eilen mit schwachen, doch emsigen Schritte - from Cantata No. 78 by J. 
S. Bach.   During this part of the rehearsal, he at times seemed frustrated, confused, and 
nervous.  He eventually moved onto a piece that was less difficult and which the women 
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seemed much more comfortable; at that point, he relaxed and the rehearsal was more 
successful.   
 Following the rehearsal, Thomas and I moved into a small practice room to 
privately discuss the rehearsal.  Michael was speaking to some students and would join us 
later.   
 I began our conversation by asking Thomas what he thought of the rehearsal.  His 
immediate response was a mix of satisfaction with what he had planned and frustration 
that he was unable to accomplish what he had set out to do.  I suggested strategies that 
Thomas could have used in the rehearsal to improve the outcome. 
Thomas:  I thought it was…I had it well planned.  I knew what I wanted to 
do.  I knew exactly what spots I wanted to get done.  To show them what’s 
the same; what’s different.  But I couldn’t…to get the sopranos to sing that 
one line.  I couldn’t do it. 
 
Me: Why? 
 
Thomas: I don’t know.  I mean, I’m sure there is a better way to teach it, 
but…  I mean I tried to do the intervals.  I tried to tell them what the notes 
were. I did the seventh in my warm ups to try to get that seventh.  Um… 
 
Me: Did you connect that?  Connect that warm up to what you were trying 
to accomplish?  That’s one strategy.  There were lots of things you could 
have done.  For that particular line, right? 
 
Thomas: Yeah. The rest of the rehearsal went OK.  My conducting and a 
couple of measures in Kalinka I screwed up but they caught on and 
followed me.  I felt like the others were OK.  Even…they got the notes 
after I fixed it.  I fixed it right away, they got right back on. That song they 
know.  I think the hardest thing right now is teaching the notes.  I need to 
get more efficient on teaching the notes.  
 
 Thomas was frustrated with himself.  I sensed he was concerned about the quality 
of the music the students were producing, especially so close to the upcoming concert.  
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When I asked him about this, Thomas responded that he was feeling pressure to prepare 
the students to perform well and did not feel that he had enough time to rehearse.  That 
feeling of pressure, in turn, was transferred from him to the students and the end result 
was a sense of frustration during the rehearsal.  I attempted to reassure him that what was 
happening in rehearsal was not uncommon: 
 Me: But here’s the big question and this is the thing I wrote down on my 
sheet as a question for you: What do you think of the pressure of preparing 
a piece for next week that they don’t like?  How do you approach it then? 
 
Thomas: (pause) You’ve got to find ways to make them like it.   
 
 Me: And you’re under this time crunch…so how does that make you feel? 
  
Thomas: Lots of pressure. 
 
 Me: Pressure.  So you think that exudes within your rehearsal from you?  
You know--that feeling of pressure to them? 
 
 Thomas: mm…mm [yes] 
 
 Me: So then what happens? 
 
 Thomas: So then they get frustrated. 
 
 Me: They feel the pressure too, right? 
 
 Thomas: Yeah 
 
Me: So then everyone’s in this frantic mode and then they get 
frustrated…. It happens to the best of us; it happens to everybody…it 
really does. 
 
 
 We went on to discuss additional strategies for the rehearsal, eventually coming 
back to how he felt about the rehearsal itself: “I just feel depressed.”  Thomas was most 
frustrated when comparing it to previous rehearsals, as he felt that he had been better in 
80 
 
    
previous days.  When I asked him what was different, he eventually expressed that 
Michael had not been in the room during his last rehearsal, and he felt that Michael’s 
presence in the room had affected his energy level and his confidence.  
Thomas: It makes me feel like cause he’s in the back of the room shaking 
when he sees something wrong.  What should I do?  Should I do 
something different, should I stick to my plan?  Should I change what I’m 
doing?    So that’s really in the back of my mind.  The other day he was 
locked up in his office. I had the whole class.   I could do whatever I 
wanted to do.  I could run around the room, tell them… I was in charge. 
 
 Me: He makes you nervous.  In what way? 
 
 Thomas: Just that he is on so much of a higher level than me.  I know I 
need to realize that I’m just beginning, but it’s like...it really is.   With the 
concert coming up next week, for me, I feel like.  OK, I am pulling them 
back.  He could make these girls so much better if I wasn’t…I know he 
doesn’t think that; but it’s obviously in the back of his mind.  He would 
never say that to me.  But, honestly, he hasn’t done anything or said 
anything to make me feel that way at all. But I know that if I was in his 
shoes, I’d be like...OK, come on…That’s why I feel depressed after this 
rehearsal.  I didn’t get as much done as I could have or as I should have. 
  
Me: That’s good that you realize that.  That’s good.  It doesn’t mean that 
you should step back and not do as well as you can.  Which you…I think 
you have been doing.  Even today, I sensed sitting there that I could tell 
that you were doing everything you could to make things work.  
 
At this point in the conversation, Michael entered the room.  Thomas shared with 
him his feelings of frustration.  Michael responded frankly, agreeing that Thomas’s 
rehearsal was holding the choir back in some ways, but assuring Thomas that he was fine 
with this, as he looks at it as part of his job as a cooperating teacher:     
I try to look at this as a contribution to the future of the profession. But 
hopefully to make you better.  Somebody did this for me who I held back.  
And then as a new teacher there were choirs that man did I hold them 
back! 
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Later, Michael shared his notes regarding Thomas’s rehearsal, asking specific 
questions regarding various points in the rehearsal.  As Michael spoke to Thomas, he 
gave him opportunities to respond to various questions, while at the same time expressing 
his views regarding various choral pedagogical strategies.  I realized as I was listening to 
the conversation, that Michael tended to speak much more than Thomas.  Michael asked 
Thomas questions, gave him a moment to answer, then immediately went on to the next 
topic on his hand-written notes.  His comments tended to be very long explanations of his 
philosophies and strategies on how to teach and connect with high school choral students.  
At times, his commentary would turn to greater music education matters, but he always 
brought the conversation back to the specific item he might be addressing from his 
written notes.  Thomas would answer in short sentences or phrases, usually agreeing with 
whatever Michael was suggesting.  Thomas asked no questions during this part of the 
conference.  The conversation regarding choral strategies lasted about fifteen minutes.  
After this portion of the session, I asked Michael a specific question regarding Thomas’s 
reactions to his commentary. 
Me: After you’ve had these conversations, do you see a change in him? 
Does he take what you… 
 
Thomas: Yes. 
 
Michael: He does, yeah.  I’ve had some [student teachers] that don’t and 
that’s really frustrating.  I feel like-at least from my perspective-that we’ve 
had a very collaborative kind of a thing.  He’s had very good ideas that I 
can use.  Especially things that I’m not very good at, things like 
organizational things and logistical things.  If I’ve harped on it so much 
though….like for a while he was going “ready go”…instead of breathing.  
So he’s really been trying to train himself to breathe with the choir which 
is really good.  But there were times when he would stop himself in his 
head and start again.  He takes it to the point of I hope it’s not stifling.  
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The feedback-I give a lot of feedback-I just do.  He does and I think that 
he’s improved and so have I.  I think if I have to sit back and think, ‘I’m 
critiquing his teaching and now I have to get up and do it the next day.’  I 
find myself doing some of the things I remarked on. 
 
 
Soon after this part of the conversation, Michael excused himself from the session 
and I continued speaking with Thomas.  My first question dealt with Thomas’s feeling 
after Michael’s comments to him regarding the rehearsal:   
 Me: So…now how do you feel? 
 
 Thomas: I obviously feel better.   
 
 Me: After talking to him? 
 
 Thomas: He always makes me feel better when we talk.  He always has 
something good to say and some criticism.  And I always ask for criticism.  
I need it.   
 
 Me: Why do you need it? 
 
 Thomas: Because I need to get better.  I need it because there’s things I 
did wrong that I didn’t know that I did wrong.  There’s some things that I 
obviously know I didn’t do that right. I didn’t make that fun…  
 
Me: mm mm 
 
Thomas: But I didn’t know how and he gives me ways how.   
 
 
I then asked him if the post-observation conversations are helpful.  He agreed that 
they are very important in his growth as a teacher and in keeping him positive during the 
student teaching experience.   
I really enjoy that.  I really like getting the feedback, because there have 
been times when I’m like I did so bad and then he [Michael] will be like, 
what?  I thought you did that well.   I’m like, really?  I did that well?  And 
he won’t lie to me.  He won’t sugarcoat anything.  If I did well, he’s going 
to tell me I did well.  So that’s been uplifting, too.  There have been times 
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where I came into the room and I felt…I came into the room a started 
crying right before the next class.  And he said, “Are you all right?” And I 
said, “Yep.”  And he said, “That was awesome.”  And I said, “Really?”   
  
 Yeah, the conversations after are really important to me. 
 
 
I asked him if he valued his conversations with Michael or me more.  He shared that he 
valued his conversations with Michael more because they are together every day in the 
teaching setting.  I said that since I typically only observe the student teachers in a 
teaching situation three times in a seven-week period, I sometimes feel removed.  “So 
sadly, for me, I feel disconnected from the experience with you.  I think it’s really 
important that the relationship [between Michael and Thomas] is very strong and trust is 
really important between all of us.” 
 The session ended soon after, having lasted 45 minutes.  As the college 
supervisor, I came away from the conversation satisfied that Thomas was benefitting 
from the wealth of experience provided by Michael.  I was concerned; however, that 
Michael did not give Thomas an opportunity to ask many questions regarding Michael’s 
comments during the post-observation conference.   
 The second reflective session.  I met with Michael and Thomas during the 
seventh week of Thomas’s placement.  It was the day after the concert that for which they 
had been preparing earlier in the placement.  Thomas’s placement with Michael was 
ending the next day.  We met in the choir room during fourth period of the school day. 
This was the typical time during which Michael and Thomas ate lunch and discussed the 
morning’s classes. 
 I began by asking Michael and Thomas about the success of the concert.  Michael 
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said although it had not been the best fall concert he had conducted, he was satisfied.  He 
complimented Thomas on his conducting during the concert and expressed appreciation 
of Thomas’s logistical help prior to and after the concert itself.  The conversation then 
moved to Thomas and Michael’s perceptions of Thomas’s student teaching experience.  I 
asked Thomas if he had reached the goals he set for himself at the start of the placement.   
Thomas: I wanted to have a good relationship, but professional 
relationship, with the students.  Which I feel like I did accomplish.  My 
conducting…definitely.  I feel like it got-I mean, there’s so much more 
that I could work on-but, I feel like it did get better.  Um…listening to 
things.  Like, I could pick out things that I hear that are wrong.  Maybe not 
as much as I should-I mean, I still need to work on that, I need to work on 
my ear-but, I feel like I’ve gotten better. 
 
Me: And how do you think you arrived at that?  How did you get here?  
You had those goals-some things you wanted to be able to do-and you feel 
like you did that.  How do you think that happened? 
 
Thomas: I think it was just being here every single day, and having to 
teach every single day.  Just listening to the critique and working on-OK, 
this is what I need to do next time.  So you do it next time. 
 
Michael commented that Thomas’s conducting and listening skills had improved vastly 
over the seven-week period.  He said Thomas took his critiques seriously and applied the 
suggestions given to him. 
The discussion turned to the importance of the conversations that happen during 
the student teaching experience.  Michael suggested that the cooperating teacher, by 
agreeing to have a student teacher, has a responsibility to the profession of music 
education.  He explained that cooperating teachers who simply give their classrooms over 
to their student teachers without providing mentorship, feedback, and support are doing 
nothing to improve the state of music education.  The seriousness of this sense of 
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responsibility was apparent in Michael’s tone and body language 
The cooperating teacher has to go into the experience with the mindset of 
you are improving the profession by helping somebody who is going to be 
in the profession with us.  We’re doing more than just giving them an 
experience. 
 
Michael stressed the importance of the idea that reflection should not only be a retelling 
of what happened during the teaching experience, but an opportunity to compare 
preconceived ideas about teaching to the real experience.   
 I asked Thomas what he would take away from teaching with Michael: 
Me: If you were to pick out one or two things that you feel you learned 
from Michael, that you’ll take with and that you’ll put a very high value 
on in regard to what he taught you.  What would those be or what would it 
be? 
 
Thomas: Classroom management was definitely one of them.  
Um…energy. This huge thing…like even faking it when you’re not 
having a good day.  I knew when he wasn’t having a good day because he 
told me, but if you were in the classroom, you never would have been able 
to tell.  I have to think about it more…there’s a lot more. 
 
Me: That’s fine.  You can talk to me or journal about it.     
 [to Michael]  How about you?  Did you learn anything from Thomas? Or 
learn something from working with Thomas? 
 
Michael:  I learn a lot just anytime working with anybody.  And what’s 
really interesting is sitting here critiquing and writing notes.  Saying-even 
if it’s ‘don’t do this, don’t do that’-then I go up and do the things I told 
him not to do.  So, it keeps me on my toes.  I learn things about myself in 
looking for... His habits are habits I realize I have, um which are, you 
know, talking too fast and I can go kinda nuts.  And very impatient, like, 
as you know trying to be accompanists, I don’t wait for accompanists.  I 
say, here’s the pitch…go.  Because rehearsal time is just such a 
….anyway, I realize those sort of things.   One thing I learned from him 
was that the juniors and seniors could pick up pretty quickly on that 
musical language, so I’ll continue to use that.  It was good to see his 
exercises.  
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The second session was 35 minutes.  I again felt that Michael had monopolized the 
conversation with his commentary.  Thomas seemed accustomed to the nature of the 
conversation, so I wondered if this had been status quo throughout the student teaching 
placement.   
 The journals.  I asked Michael and Thomas to record their thoughts in journals 
during the seven-week placement.  Interestingly, Michael had required this of his student 
teachers in prior years.  Michael encouraged Thomas to create a privacy-protected 
electronic blog on WordPress so that he could have access to Thomas’s reflections.  
Aside from recording his thoughts about his teaching experiences, there were not specific 
parameters regarding the content of Thomas’s journals.  Michael would sometimes 
discuss Thomas’s entries with him during their daily conferences.  During the second 
reflective session, I asked Thomas if he felt that the journaling was valuable.  He 
responded, “Yeah.  I mean, it made me think.  I mean sometimes, it was, ‘oh this 
happened…’ But there were sometimes when I really did think about it.  OK, I have to do 
this tomorrow.” 
 Thomas recorded 16 journal entries.  The first few entries were simply a retelling 
of his daily experiences; but, as the weeks advanced, I noted that his journals not only 
related daily events, but included his goal-setting.  I found Thomas’s candor moving.  He 
wrote about his successes and failures, even writing that he had cried after a particularly 
frustrating rehearsal.  During the fifth week of his experience, he wrote: 
It is quite odd because I thought that I did terrible during concert choir. I 
thought that he [Michael] was going to yell at me. Instead, he wrote many 
good comments. Honestly, today, after concert choir, I had 4 minutes 
before women’s ensemble. I went into a practice room and cried. I felt as 
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if I put so much energy into the rehearsal and I felt as if I was getting 
nothing back from these students…Sometimes, I feel like I do not even 
know what I am doing but I need to stay focused. I think that is the biggest 
thing for me for this class. I need to make sure that I know the goals for 
this choir and whether they like it or not, I am going to make it happen! I 
think next week, I will question them to see if they think they are good 
enough to sing this music…Lesson learned: I need to be listening all the 
time and working on getting better all the time instead of just giving up. 
That is how I felt today in Concert choir, I gave up on Ave Verum  because 
they did not give me any energy. I can’t do that! 
 
A few days later, on the day of the first reflective session, he wrote: 
In women’s ensemble, I felt so dead. There is a section in Wir eilen at the 
end which is fairly tough for these girls. They do not like the song, and 
they hate learning the notes for it. I tried to teach them the parts, but I only 
got through one little section without getting it perfect. I felt 
unaccomplished and scared since the concert is next week. Sometimes, I 
feel like I am hindering him [Michael] because he could teach this a 
million times better and faster than I could. After class, I really 
appreciated the talk between him and I. We talked about how he really 
does care about me learning how to teach and while he wants the choir to 
sound great amazing, which it will, he also wants me to learn. He also told 
me a few ways to teach notes without being boring! This was comforting 
because I do feel the pressure of the concert and I really want to make 
these groups sound awesome! 
 
I found this entry to be enlightening.  Thomas seemed to enjoy the conversations 
with Michael, and put great value on these.   
 Michael kept a journal.  Although I asked him to journal once a week, he 
provided me with only two journal entries, one from week three and one from the 
end of the placement.  Michael’s entries were about having a student teacher in 
his room and his role was in their relationship. In his first entry, he wrote about 
his role as a critic in the relationship and how his observations of Thomas led him 
to greater understanding of his own teaching. 
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I have grown to be comfortable in the role of critic towards the student 
teacher. I observe and take many notes. I tend to take a free-writing 
bulleted approach, and then because my handwriting is so sloppy, I just 
read them to him and interpret, which guides our conversation. Peter has 
been great about accepting feedback, and is understand that I want to be 
tough on him so that he will improve and grow. I also don’t mind pointing 
out my own weaknesses. Sometimes I will call him out on something and 
then qualify it with a statement such as “I’m guilty of this too, but…” 
When I’m working with my students I try to be 80 percent positive and 20 
percent negative. Being aware of that, I realized that I was taking more of 
a 50/50 approach with Thomas, so I asked him if that was a problem, and 
he said that he responds to the criticism, so I should go ahead and point 
things out as they are. That’s good. I think we need to see the reality of the 
situation. It’s not that I want to sugar coat anything, but I also want to 
keep in mind that this is the very beginnings of a long career of learning 
and growth. I’m still on a trajectory of improvement and learning myself.  
 
In his second entry, he reflected more specifically on his time with Thomas, and candidly 
addressed the issue of a student teacher holding back the ensemble because of lack of 
experience.  This was a common point of discussion in the interviews and in Thomas’s 
journal entries. 
Our relationship was collegial, friendly, professional and open. We talked 
about many aspects of the job, spending no less than 30–60 minutes a day 
just discussing the planning, practice, preparation and all the things that go 
into being a competent music teacher. Once again that it was sometimes 
painful watching my kids struggle when I thought I could have gotten 
them to the result or the concert or the learning objective quicker, more 
efficiently, or whatever, but that type of thinking is often concert-centered 
and not student centered, and all of us in music education should shy away 
from that. When I think about the students’ learning, and when I 
remember that Thomas is still a student, I was okay with a slower pace 
and maybe a less-prepared concert because ultimately, the world will have 
a more prepared music educator, and he’ll grow into his ability to be more 
time efficient and get to the crux of the music. The most frustrating times, 
really, were when his musical skills were not at the level that I expected – 
when he would make musical mistakes and teach or play things wrong. 
 
Summary.  Throughout the placement, Michael and Thomas engaged in 
reflective dialogue.  This was evidenced through the interviews, formal and informal, and 
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in their journals.  Michael and Thomas explained the need for critical reflection 
throughout the student teaching experience.  Thomas expressed a need for criticism, as he 
felt that it made him work harder and become a better teacher.  Michael emphasized the 
cooperating teacher has a responsibility to music education professional community to 
encourage music student teachers and their cooperating teachers to take the time to 
converse meaningfully about the craft of teaching music.   
The Second Triad: Suzanne, Jennifer, and Me 
There was never a time when I felt my voice was insignificant. --Jennifer 
 
Introductions.  The triad of Suzanne, Jennifer and me first met in October, 2013.  
We met at Suzanne’s school in her elementary general music classroom.  Jennifer had 
recently completed her 7–12 grade placement with another teacher in a local high school. 
On the day of our first meeting, Jennifer had been with Suzanne for less than one week.  
The rapport between Suzanne and Jennifer seemed very comfortable and relaxed; they 
expressed that they were excited to be working with each other.   
At the time of the study, Suzanne was 47 years old and had been teaching at her 
current position for eleven years.  Suzanne and I became acquainted in the summer of 
2009 during an Orff-Schulwerk Certification class. Through discussion with her about 
her teaching, I discovered that she was a proponent of promoting reading literacy in her 
K–3 classes and utilized a variety of music pedagogical strategies to reach her students.  
Suzanne’s undergraduate degrees are in music therapy and music education, and she 
worked in music therapy for nearly a decade before returning to the music classroom.  
Her work in music therapy was primarily in a state facility with patients with 
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developmental disabilities.  She earned a master’s degree in music education and has her 
Level One Orff-Schulwerk certification. She serves with me as a member of the 
professional development committee for our local branch of the state music association 
and has presented at regional workshops in our area. She had four student teachers prior 
to Jennifer.   
Suzanne teaches at an elementary school with an enrollment of 645 K–3 students.  
The school district has a total enrollment of 2,100 students with 140 teachers.   The 
district has five school buildings with five music teachers.  Suzanne’s classroom is 
located in the primary elementary building, and she is the only music teacher in that 
building.  She has her own classroom. The room itself is a large classroom with an open 
space for movement.  In addition to an upright piano, she has several xylophones and 
metallophones as well as a large collection of elementary music classroom instruments.  
There was a desk for Jennifer located near Suzanne’s desk.  Her daily schedule was a 
rotating six day schedule in which she taught six 45-minute long general music classes.  
She had one planning period in the morning and thirty minutes for lunch.   
 Jennifer was a senior music education student enrolled at Oakhurst College where 
I am a professor of music and fine arts.  Her major instrument is flute, but she plays piano 
very well and has a pleasant singing voice.  She was homeschooled throughout her K–12 
schooling, but she did participate in her local high school’s instrumental program.  Like 
Thomas, Jennifer was a student in my string methods course as well as my elementary 
and secondary methods courses.  I found Jennifer to be somewhat reserved but at the 
same time, she possessed a quiet energy that bubbled to the surface when participating in 
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pre-service fieldwork teaching experiences.  Prior to beginning her work with Suzanne, 
she had a successful secondary student teaching experience. 
 As the university supervisor, I viewed my elementary observations through the 
eyes of an experiences elementary general music teacher.  I spent 14 years teaching K–6 
general music and that experience gives me a unique perspective when evaluating student 
teachers in a general music classroom. 
 Prior to the first reflective session, Suzanne wrote that cooperating teachers 
should be a mentor to the student teacher who model classroom teaching and lead the 
student teacher to discover her strengths and weaknesses.  Jennifer felt that the 
cooperating teacher should challenge, inspire and critique the student teacher and guide 
them in the beginning teaching experience.  Suzanne and Jennifer agreed that the student 
teacher’s role should be that of a beginning teacher who is mentored throughout the 
student teaching experience.  Suzanne regarded the college supervisor as a mediator and 
overseer of the student teaching experience; Jennifer viewed the college supervisor as 
someone who simultaneously critiques and observes the student teacher and guides the 
student teacher through the preparation process for professional teaching. Suzanne and 
Jennifer expressed that they desired to have a positive relationship with all three members 
of the triad.   
 The first reflective session.  My first reflective session with Jennifer and 
Suzanne occurred during the fourth week of Jennifer’s elementary placement with 
Suzanne.  Jennifer taught a Kindergarten general music class.  Suzanne observed from 
her desk, taking notes on the lesson and assisting only if necessary with minor classroom 
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issues.  I sat at Jennifer’s desk, observing the lesson as unobtrusively as possible.  
Jennifer led the children into the room and had them sit in a predetermined place in a 
circle on the floor.  Jennifer’s instructional objective was to have the students experience 
and respond to a steady beat.  She taught the children a song about a clock and another 
song entitled “Oliver Twist” in which the children responded to sung directions.  She 
incorporated singing, listening, movement, and the playing of instruments throughout the 
lesson.  I found her teaching style to be engaging; she and the students seemed to enjoy 
the lesson.  Her songs were pitched in an appropriate key for the age level and she clearly 
modeled what she wanted the children to do throughout the lesson.  She was definitely in 
charge of the room, and she was able to address most of the children in the room by their 
first name without relying on a seating chart.   
 After the lesson was completed, we had time to talk.  I had scheduled my 
observation before Suzanne’s planning time so that we would have time to conference 
afterward.  Suzanne, Jennifer and I gathered around Jennifer’s desk.  I asked Jennifer 
about the success of her lesson.   
Me: The first question I always ask: What did you think of your lesson? 
 
Jennifer: I think it went well.  I think, compared to other days…I changed 
the lesson a little bit from when I first started it.  The “Oliver Twist” one; I 
had it originally that they could walk around-just walk around the room 
for those eight counts—and it just didn’t work. The kids were running into 
each other, so then I was, like, yesterday…  As I was teaching them the 
song, I was ‘I can’t do that anymore.’  So, I just had them turn around in a 
circle and it worked so much better.  I was afraid they weren’t going to 
think it was cool, but once I was like: [whispered], “This time I’m only 
going to count to six.” they got so excited. 
 
We discussed the children’s reactions to this change; it was positive and the students 
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were attentive to the directions she gave in the song.  Suzanne commented on Jennifer’s 
abilities to improve lessons by changing various strategies.    
Suzanne: And Jennifer did really well, too, with…She has the knack that 
many student teachers don’t have to think, “Ok, that didn’t work the way 
it was planned.  So what can I do to make it work?”  You know?  
[To Jennifer]    I think you just kind of did that on the spot, too.  We didn’t 
talk about that before-hand. And it worked. 
 
Jennifer: And I was like, “I hope she’s OK with this.”   
 
Suzanne: Yes. 
 
Me: I think that is a sign that you have learned a lot already about what 
works and what doesn’t work, and then, if it’s not working, why am I 
going to do it again?  And put myself through that torture of this 
craziness?  So, that’s good. 
 
We then discussed transitions within the lesson and the importance of a smooth flow 
from one thing to the next in the classroom. Suzanne stressed that Jennifer had improved 
greatly in this area.  
 Suzanne shared her notes on the lesson with Jennifer.  She praised Jennifer’s 
classroom management and her ability to give clear expectations.  I asked Suzanne 
whether she would have utilized the same strategies in teaching the lesson.   
Me: [To Suzanne] So, what did you see today?   
 
Suzanne: Little things.  Just when...at the beginning, when your boys right 
here were creeping up on you.  Even just to give them a gesture. 
 
Jennifer: Yeah 
 
Suzanne: Like, shoo them back into their spot.  Or, even while you’re 
talking, to stand up, walk over and point to spot where exactly you want 
them.  Good reviewing of at rest and playing position.  Right away, you 
did that.  And I liked how you said, ‘Whether you know the name of this 
instrument or not, let me know where I have it.’ 
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Jennifer: [mimicking the students] ‘I know!  I know what it is!  It’s a 
woodblock!’ 
 
Suzanne: I also jotted notes: Good, clear expectations.  They did it right 
the first time, when they did the little tick-tock song.  Every kid knew 
when to play, because you prepped it really well.   I wish I had a picture of 
Sydney playing the tone block.  I wrote, ‘Move your place in the circle 
between activities. Keep them on their toes.’ But then I wrote, ‘Yep, you 
did it!’   You did, you moved over next to somebody else. 
 
Jennifer: Yeah, I did. 
 
Suzanne: I think that’s just behavior management.  It keeps them 
wondering where you’re going to be.  Putting yourself between the two 
little ones who are all over.  Yeah!  Oliver Twist…yeah, they knew what 
to do on eight counts.  Your explanations were good.   
 
 Later in the conference, we discussed the frequency of the reflective discussions 
between Suzanne and Jennifer. 
 
 Me: When you conference like this-the two of you-how often does that 
happen and have you noticed that Jennifer is taking your suggestions and 
applying them?   
 
Jennifer: We try to talk after every class, and if there is class in between , 
she’ll give me the notes at the end of the day and try to explain them.  So 
at least a few times a day we talk.   
 
Suzanne: I try to jot down every lesson-and you know teaching, we’re on 
an A-E rotation.  So A is a brand new day.  So I might have pages on an A 
day.  Today is D.  Tomorrow is the last day of the cycle.  So by E day, 
she’s got it under her belt.  I might write a few suggestions down.  Even if 
it’s a Monday and she’s got to scoot out right after the last class-even if 
it’s just a me-handing-her-my-paper-thing…here’s things that I was 
thinking.    
 
 
 We concluded the session at this point due to time constraints in the daily 
schedule.  The reflective session was 16 minutes long.  I felt, however, that we had 
addressed the main points of the observation, and I left the classroom satisfied with the 
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conversation.  I observed that Jennifer and Suzanne had an opportunity to express their 
thoughts equally during the conference.  There was a balance in the relationship of the 
triad members that allowed for a collegial conversation between the three of us.   
 The second reflective session.  The second reflective session took place during 
the seventh week of Jennifer’s placement with Suzanne.  Jennifer taught 20 minutes of a 
third grade class, splitting the class time with Suzanne who led the class in several 
Christmas songs at the end of class.  The students in the class responded positively to 
Jennifer, and there was a seamless transition between the two segments of the class time.  
Jennifer incorporated the use of ribbons or streamers, leading the students in a series of 
choreographed movements to a song.  Suzanne and I observed Jennifer and we took 
individual notes while she was teaching. 
 At the start of the session, I invited Suzanne to begin with her comments for 
Jennifer.  Her critique was overwhelmingly positive; she praised the instructional aspects 
of the lesson and made some minor suggestions concerning classroom management.  
Jennifer responded to Suzanne’s commentary positively, often anticipating what Suzanne 
was about to say.  The conversation between them was comfortable and friendly; it was 
quite apparent that they had developed a strong relationship with one another.  Suzanne 
and Jennifer expressed later that they trusted each other. 
 After Suzanne completed her critique, I asked Jennifer two questions that I hoped 
would indicate growth during the student teaching experience.   
The first question:  
 Me: Good. I wrote a couple of questions down as I was watching.  Just 
general questions.  Specifically about the ribbons…You clearly explained 
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as Suzanne said.  You did a really good job of modeling.  How do you 
think you would have handled this activity-the ribbon activity-at the 
beginning of your student teaching here versus today, seven weeks later?  
If Suzanne had asked you to do that type of activity your very first time… 
 
Jennifer: Um…it probably wouldn’t have worked as well.   
 
Me: Why not? 
 
Jennifer: I mean…I guess it’s just ‘cause now I know how much to 
explain and what to say to like tell them what you expect kind of thing.  
And I think I did that a little bit at the beginning.  But, as you get to know 
each grade and each class, you know how much more or how much they 
need.  You know how much direction or how much less direction that they 
need.  So, that is probably something that I wouldn’t have had at the 
beginning. 
 
 
The second question: 
Me: If you had the opportunity to address the minor behavioral issues 
again, how would you handle them?  Do you ever go home and think 
about certain students in the class and how you did or did not address 
them?   
 
Jennifer: Always.  [Laughter]  I mean, I think it’s just a matter of 
experience, of knowing when to address something and when to let it go.  
And I’ve had a lot of situations where I’ve decided to see how...to just 
kind of let it go, and it didn’t turn out the way I wanted it to.  So like that 
kind of thing.  And there are always students that we’ve had-especially in 
third grade-that I’m like, ‘How much do you address them before it just 
means nothing?’  So, I don’t know.  That’s something that I’m definitely 
still working on.  Classroom management…being authoritative.  Usually, 
I’m just like, give them the look; or just say something or tap them on the 
head.  If they are like antsy or chatty… 
 
 We discussed the students a bit more, all three of us suggesting strategies as to how to 
handle a child in the class who was reluctant to participate during the lesson.   
 I concluded the conference with a final question for Jennifer that dealt with Suzanne’s 
teaching style: 
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 Me: Is there anything that Suzanne does in her classroom as a teacher or a 
classroom manager that you wish that you could take with you?  Is there 
something that she does that you feel you will do in your own classroom? 
 
Jennifer: Um…everything? 
 
 [Laughter] 
 
 I can’t pick out one thing.  I like that she creates her own curriculum.  I 
mean, it kind of makes it harder for me as a student teacher, but I think 
that’s what I really wanted to do-to come up with activities on my own.  
Not be like, ‘This is the next page in the book,’ so this is what we’re 
doing.  That’s something that I thought was really cool.  I think that the 
kids respond way better than just, ‘Get out your books, we’re singing-you 
know-page nineteen.’  It’s just…that’s what they do in all the other 
classes, and so it’s really nice for them to come to music and be able to 
move and to create and play and use all the different instruments.  I know 
a lot of other music teachers who still do that [use book exclusively] So 
that kind of stinks.   
 
At this point, the session ended.  The interview lasted for approximately 
13 minutes.   
The journals.  Suzanne and Jennifer maintained personal journals throughout the 
seven-week placement.  I had hoped that Jennifer would create a blog similar to 
Thomas’s journal, but she felt more comfortable writing her entries in a notebook.  At the 
end of the seven weeks, she gave me her original journal pages.  Suzanne opted to hand 
write her entries.  Jennifer wrote eight entries and Suzanne provided me with four.   
 The content of Jennifer’s first entry focused on her thoughts regarding the nature 
of the lives of some of the children in her classroom.  She was surprised and humbled by 
the vast variety of backgrounds the children brought to the classroom, and seemed 
especially touched by the children who came to school from difficult homes.  I found it 
interesting that rather than focus on the day to day activities of the class, she centered her 
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attention on the need to reach the students who needed help and asserted that teachers can 
make a difference to these children.  Her second entry provided me a glimpse of 
Jennifer’s frustration with substitute teachers who assumed that she needed help when 
Suzanne was out of the building for the day.  Neither of the first two entries revealed 
information about Jennifer’s relationship with Suzanne or Jennifer’s feelings about her 
teaching; rather, the commentary centered on her feelings about teaching.    
            The third and subsequent entries, however, were more introspective in their 
content.  Jennifer related her frustrations with a lesson that despite being successful the 
first two times she taught it, failed during the third class. 
Up to this point I have generally walked away from school every day 
feeling good about my lessons and how the kids respond to them. That 
record has now been broken.  It caught me way off guard that my first 
grade lesson that I had already taught in two other classes completely fell 
apart yesterday.  I was so frustrated and confused why my lesson flopped.  
In the end I discussed it with my co-op and determined that most of it had 
to do with the specific first grade class.  Their classroom teacher doesn’t 
instill as much discipline, structure, organization and community in her 
classroom as some of the other teachers.  I also found out that I was all out 
of whack for the next class because of my first grade.  It was like I 
couldn’t shake the feeling of failure off for a little.  I just have to keep 
reminding myself that all teachers have days and lessons like that. 
 
 Jennifer’s final two entries focused on her appreciation of her cooperating 
teachers.  In the first of these, she noted the difference between a cooperating teacher 
who guides the student teacher through the learning process of teaching versus the 
cooperating teacher who essentially gives their class over to the student teacher and 
walks away; Jennifer coined this as “baptized by fire.”   
If you are thinking about what is best for the kids then using the baptizing 
method is foolish.  Why would you be okay with an inexperienced teacher 
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controlling your classroom and your program especially when you may 
have no idea whether they are capable? 
 
 In her final entry, Jennifer praised the conversations she had with Suzanne.  She 
placed high value on the conversations she had with Suzanne and on the relationship she 
built with her. 
 One thing I realized very quickly into my student teaching experience was 
how valuable my interactions were with my cooperating teachers.  I think 
I learned just as much or more from conversing with my co-ops than 
actually teaching in front of a class. There is something so valuable in 
learning from the experiences of those who have been through it all.  I 
can’t imagine how little I would know now if I had not had co-ops willing 
to talk at great length and share their wealth of knowledge.  I’m happy to 
have been able to establish professional relationships with fellow 
colleagues in my field with way more experience than myself.   
 
  Suzanne’s entries were brief.  In her first entry, she commented on whether her 
teaching changes when she has a student teacher: 
 My teaching does not really change when I have a student teacher, 
however, I do make more mental notes to myself of moments where I felt 
I was demonstrating an ineffective teaching strategy.  I feel like having a 
student teacher makes a more “deliberate’ teacher.  I need to be able to 
explain and justify what I am teaching and how I am teaching it.  
 
Suzanne affirmed this idea in the second interview when we discussed the importance of 
professional development and striving to keep up with new instructional ideas and 
strategies.  She said, “I see so many of my co-workers and other music teachers who get 
out the same lesson plans year after year and do that same thing.  Keep it fresh, keep 
wanting to go to workshops, take classes.”  She again echoed this idea in her final journal 
entry: 
This past week Jennifer game me suggestions for an activity that I was 
leading in second grade and an activity in third grade.  It is refreshing to 
have another set of eyes in the room.  Sometimes As veteran teachers I 
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think we might not reflect on if there is a more effective way to teach 
something that we’ve taught for years.   
 
 Suzanne addressed the idea of team teaching with Jennifer in her classroom.  She 
stressed the importance of the cooperating teacher to model throughout the student 
teaching experience, not just at the beginning.  Jennifer’s final journal entries mirrored 
this idea.  Suzanne wrote:  
Rather than Jennifer taking over my entire caseload, we have used more of 
a team-teaching approach.  It’s working well so far.  Even though the 
student teaching experience is designed for the student teacher to become 
more independent in teaching, I think sometimes they don’t get to see 
enough teaching in a real setting (particularly for elementary general 
music.) 
 
 Summary.  Suzanne and Jennifer’s relationship developed into one of 
professional colleagues.  The reflective conversations they had throughout the seven- 
week placement allowed them to speak frankly about what was happening in the 
elementary classroom on a daily basis.  Suzanne appreciated that Jennifer was willing to 
take her suggestions and apply those ideas and strategies to her teaching.  Jennifer 
enjoyed the conversations she had with Suzanne and felt comfortable asking questions at 
any time during the student teaching experience.  Jennifer’s journal entries revealed her 
willingness to work closely with Suzanne and her appreciation for the conversations in 
which they engaged after teaching experiences. 
The Group Reflective Session 
 Introduction.  Michael, Thomas, Suzanne, Jennifer, and I met as a group at the 
end of the semester.  We met in the evening in a conference room at Oakhurst College 
where I worked and where Thomas and Jennifer were students.  At the start of the 
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session, I shared with everyone the following quotes I had extracted from the various 
reflective sessions: 
Michael:   
 
I hope to be able to make them aware of my philosophical tendencies 
towards teaching without pushing my own way on them.    
 
…if I think of the Preservice teacher as a student also, then I should 
rejoice in his learning process and indeed I do!   
 
The cooperating teacher has to go into the experience with the mindset of 
you are improving the profession by helping somebody who is going to be 
in the profession with us.   
 
Thomas: 
 
I also was more myself since no one was actually watching and evaluating 
my performance.   
 
The conversations after are really important to me.  
 
Suzanne: 
 
Keep it fresh, keep wanting to go to workshops, take classes.    
 
I feel like having a student teacher makes me a more “deliberate” teacher.  
 
It was helpful to hear another professional’s insight into the student 
teacher’s experiences.      
 
Jennifer: 
 
I like having more feedback…it helps me feel validated.    
 
There was never a time that I felt my voice was insignificant.  
 
 I opened the group discussion with a brief review of the purpose of my study.  My 
first question centered on the participants’ perceptions of their roles within the triad and 
their perception of the roles of the others within the triad.   Suzanne responded first, 
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explaining that she felt that the cooperating teacher plays a more dominant role.  In her 
view, this is due to the daily interactions that occur between the student teacher and the 
cooperating teacher.  Michael agreed with this assessment.  I added that as the college 
supervisor, I often feel far removed from the student teacher and that I strive to stay more 
connected with the student teachers through reading their anecdotal reports and the 
weekly practicum meetings that they must attend.   
 I found the student teachers’ responses regarding the role of the college supervisor 
to be very interesting.   
Jennifer: I was thinking that your role reminds me of almost like a parent.  
Like sending us off to college.  Well, I hope we made you into a good 
person! [laughter] You’re not seeing us every day.  You’re hoping that 
you raised us well and you are sending us out into the world as a music 
teacher. We see our co-ops every day, and they are more like a mentor.  
Almost like a professorial role as if we were taking classes.  That’s how I 
saw it. 
 
Thomas: I saw it as a-you’re the boss that hired me, and I’m the employee.  
He’s [Michael] training me.  They’re the trainer.  The boss doesn’t usually 
train; they usually have another employee training.  That’s how I saw it.  
They are helping you, teaching you how to do it, guiding you.  Then 
you’re not there all the time; you’re there some of the time. And you have 
overall rule of your evaluation. 
 
 We then moved to the topic of dialogue during the student teaching experience.  I 
asked, “Whose job is it to start the dialogue?”  All four participants agreed that it is the 
cooperating teacher’s responsibility to open these discussions, especially after a teaching 
experience.  Thomas and Jennifer added that they have a responsibility to ask questions. I 
found this part of the interview to be enlightening as to the perceptions regarding the 
reflective conversations during the student teaching experience.   
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Suzanne: I know in our situation, it was me.  I don’t know if it was my 
job, that’s just the kind of person I am-the bossy kind. [laughter] 
 
Jennifer: I guess the way we handled it, like after every class-she was 
always writing notes-and so she was always like, oh I like how you did 
this or maybe try to change this or you know don’t forget that 
kindergartners can’t read.  There were other times when we would be 
sitting there doing work and I would ask questions, well how do you 
experience this or what do you do in these situations?  It just depended on 
the situation.  A lot of feedback she started, but a lot of inquiring mind-
elements of music education. 
 
Thomas: I think it is the responsibility of the cooperating teacher to do it, 
but also I think the student teacher has the responsibility to be like, I need 
this.  I need you to tell me what did I do wrong, what can I do better?  
Because if the student teacher isn’t willing to change, there’s no reason for 
them to tell you anything if you’re just going to blow it off or think that 
you’re better and you don’t need it. 
 
Michael: Yeah, you need to advocate for yourself.  But I agree-it’s the co-
op’s job to begin the process of feedback and I think maybe sometimes I 
go too far with that; I’ve written a page and a half of notes…he’s right, the 
student teacher has to have an attitude of learning.  And that is tough 
because you might be in a program that is the polar opposite of what you 
know.  That was one of my student teaching experiences what I was a 
student teacher; it was horrible.  The other experiences were very good.  I 
think that we-there are some cooperating teachers that say go, have fun-
but I think that it’s our job to really be taking notes and giving feedback 
and starting that process.  Try not to be mini-me, be themselves.  I think 
it’s our job to be learners along with them because we are farther removed 
from what is being taught today in college.  And there are things we can 
learn. 
   
 We next talked about the statement that Jennifer had written on her end of student 
teaching questionnaire: “There was never a time when I felt my voice was insignificant.”  
I asked her to expound on this, and tell us why she felt that way.   
I guess just because I was afraid going into both of my placements that 
like it was just going to be lots of information given to me and I wasn’t 
going-I was going to be able to gain a lot, but I wasn’t going to be able to 
give a lot, you know? And I think once I got comfortable, after a few 
weeks, I wasn’t too scared any more to just like maybe suggest something 
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to her.  I did that a couple times, what if she doesn’t like my idea?  There 
want’ a time when I didn’t feel like that wouldn’t be appreciated or 
another idea or viewpoint might help that process.  I mean, I know that 
when I did my own lesson planning, it was really nice to go through them 
with her and get advice on them and make changes.  Once I got pretty 
comfortable in the placement, I felt fine doing the exact same thing back 
even though I don’t have as much experience.   
 
 
Her response echoed what Suzanne had written in one of her final entries regarding the 
professional relationship she and Jennifer had developed over the time of the student 
teaching experience.  Later in the group interview, Jennifer affirmed this idea of the 
importance of the conversations:   
Oh, definitely both.  And there were sometimes when I knew that there 
was something that didn’t work in that lesson, and I don’t know how to fix 
it.  And we would sit down and figure out how to change it.  I was always 
searching for how to make it better.  We probably did that almost every 
lesson.  I mean, it’s a learning curve. 
 
 As we neared the end of the interview, I asked all participants if the student 
teachers had matured and grown through the student teaching experience.  Using the idea 
of Mezirow’s Transformative Learning Theory as a scaffold, I asked if they felt that they 
had transformed personally or professionally during the semester. 
Thomas: I think professionally I’ve changed a lot.  Just even after student 
teaching, I remember having a class, and I was just like, ‘Ok, I’m paying 
attention.’  Like before, classes were [pretends to sleep].  The first class I 
had back, I was like , OK, computer shut, notebook out, I am paying 
attention, because I’ve been in their shoes and it stinks when no one is 
paying attention. It’s just that I know-student teaching did change me a 
lot; not only maturing me as a person, but also as a teacher.  The girl’s 
group that we [Thomas and I] work together…and I remember being in 
front of them prior to student teaching and I was so nervous, I couldn’t 
keep a pattern conducting.   And then, even two weeks into student 
teaching, I come back and there were a couple of seniors in there who 
were like, ‘What happened?  You’ve changed!’  And it just makes you so 
much more comfortable.  I felt totally transformed after student teaching.   
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Jennifer: I definitely think that I’ve changed in a lot of ways.  I remember 
being in my high school placement, and coming back and being in 
ensembles, even just sitting in the ensemble, I noticed so many more 
things that I would not have noticed because I would not have been paying 
attention.  But directing a high school instrumental group, I came back and 
was in my own ensemble and hearing so much more.  And getting up in 
front of people and presenting, I feel much more comfortable. Even like 
with elementary kids, we talked a lot about how important transitions are.  
How do you pass out instruments?  How do you get the kids to pass back 
instruments?  Things that you don’t think about when you give these 
pretend lessons in our class.  I feel so much more prepared for that than I 
did before.  I definitely feel more mature, and able to reflect more on 
myself.  And we talked so much about-even in class my wheels were 
turning while I was teaching.  I was thinking, OK this is not working, let’s 
try some other way.  And sometimes, I wouldn’t talk to her and I’d change 
the lesson the next day, and I’d be like, ‘I hope that was OK!’  Always 
evaluating the information and presentation is coming across.  And if it’s 
not working, then change it on the spot.  I got pretty good at that…always 
reflecting on myself in the moment.   
 
Regarding the student teachers maturing, Suzanne and Michael responded. 
Suzanne: I would say, yes.  But also, from day one, I can remember 
Jennifer-our first duty of the day isn’t even music; it’s helping little ones 
with their homework.  And we sit in an open area near the classrooms.  
And she was the first student teacher I’ve ever had who we went up there 
and she went off independently with a little one.  She went to a table on 
her own.  She didn’t stick right beside me.  I think yes, you’ve grown, but 
also the type of person you are was revealed over the seven weeks.   
 
Michael: I think we had a similar experience.  Thomas’s first day was a 
clerical day, so we just had a lot of time to talk.  Go out to lunch…so that 
was kind of nice.  I often shy away from having student teachers first thing 
because I can’t give you anything for about two weeks.  I try to get to 
know my kids at the beginning.  I kind of knew what kind of musician he 
was going to be, too.  I definitely saw growth.  I think you instill this in 
your students here, but much of it was their willingness to grow… wanting 
critique and criticism…his desire to always be better. 
 
 At the end of the group session, I asked if anyone had anything else they wanted 
to add. Suzanne commented positively regarding the triad and this prompted the last 
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comments of the group interview: 
Suzanne: I appreciated the triangle.  Not all university supervisors have 
that same philosophy.   
 
Me: That’s interesting to me.  For me, that’s weird.  It’s such an important 
relationship to have this triad. 
 
Suzanne: In many cases, it’s more of a two and two. 
 
Michael: I think it depends on what their other job is.  I think that since 
this is the primary thing that you [College Supervisor] do, you have time 
to think about your philosophy and build those relationships.  I think that 
has something to do with it, too. 
 
Me: One of the words I keep hearing tonight and in reading all of the 
different things you have completed for me, is relationships.  And trust.  
Those are two words that pop out as well.  These relationships are built on 
trust.  If you don’t trust each other, you’re not going to be open.  You’re 
[Thomas and Jennifer] not going to be open enough for the feedback and 
you’re not going to be open to ask questions.  And if you [Michael and 
Suzanne] don’t trust them, you’re not going to give them your classroom.  
You’re not going to.  You’ll hold back or only give them a little bit, let 
them do their thing, then take it back as soon as you can.  And that’s the 
situation that you [Suzanne] may have had before.  I don’t want to give 
you my kids; I don’t trust what you’re going to do with them.  That’s what 
you do as a cooperating teacher, you give them your students.  You talk 
about a parental role, well, there’s a parental role happening in that 
classroom.     
 
The formal group reflective session ended at this point in the conversation.  The 
interview itself was 45 minutes in length.  I was satisfied with the conversation that we 
had during the group meeting.  It was interesting to see the two triads come together and 
share their experiences and discover that they shared a positive view of the student 
teaching triad and the reflective conversations that happen within it.   
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CHAPTER FIVE: RESULTS 
 In this chapter, I will discuss the data and the themes that emerged from each of 
the triads. Through the analysis of the data, five themes emerged: conversations, 
feedback, relationships, self-realization, and mentoring.  I considered each research 
question separately as I coded the interviews, journals and the group interview.  
Consistently, these five themes emerged.  In most cases, the themes were common to 
both triads; the similarities between the two triads were numerous.  Any differences I 
found will be discussed within the separate theme headings in this chapter.   
Conversations 
 The importance of the conversations that occur between the members of the triad 
was apparent in all of the interviews, journal entries, and the group interview.  Within 
these conversations, all members of the triad asked questions regarding various teaching 
experiences and the practice of teaching.  The conversations were purposeful in their 
nature and realistic in their content.  When sitting down to discuss various teaching 
experiences, the triad members were aware that the conversation would be discussed in 
the session.  In all cases, the natures of the conversations were professional and genuine; 
neither the cooperating teachers nor I soothed the student teachers nor did we shower 
them with praise.  Rather, we discussed what we had observed and experienced in the 
classroom.  Regarding student teaching, Michael said, “We need to see the reality of the 
situation.”  Michael stated multiple times that he felt that he was sometimes too hard on 
Thomas, but Thomas countered Michael’s feelings by stating that he needed the feedback 
and appreciated the criticism. 
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 I observed that Michael and Thomas’s conversations were longer in duration than 
those between Suzanne and Jennifer.  This may be due to the time set aside by Michael 
for the reflective conversations; he and Thomas normally conferenced twice a day, during 
one of Michael’s planning periods and lunch.  This allowed them to converse for at 
nearly on hour on a daily basis in addition to another short time at the end of the day.  
Conversely, Suzanne and Jennifer were limited in the time that they had to talk; they did 
set aside time, but it was shorter and at the end of the day.   
Michael and Suzanne took notes while observing the student teachers’ teaching 
experiences; they remarked that they used these notes to guide the conversations that 
occurred after the teaching. Michael tended to ask leading questions in his conversations 
with Thomas, encouraging Thomas to express why he made various instructional choices.  
I noted that although he asked these leading questions, Thomas’s responses tended to be 
very short; Michael would follow his leading questions with suggestions for Thomas to 
consider.  In most cases, Michael’s suggestions centered at the topic at hand, but at times, 
he would veer from the subject, eventually bringing his thoughts back to the subject he 
and Thomas were discussing.  In my review of the transcriptions of the conversations 
between them, the following exchange was an example of this type of exchange: 
Michael: Some tiny little things on warm-ups.  Why are we sliding on “I 
Love to Sing”?  Why is that happening?  And what can we do to fix them? 
[Demonstrates a slide on “I Love to Sing”.]   
 
Thomas: Um….address it, tell them not to slide. 
 
Michael: We could do that, but how could we actually fix it?  What could 
we do besides actually saying, “Don’t slide there, kids.  Or get it right, 
kids!”  It’s the “L” sound, because anytime you have a consonant that is 
able to be vocalized, it can be slid.  Let’s say we have a slur, 
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[demonstrates an interval of an octave “a-ha”], there is a portamento in 
there; we try to make it fast when it’s in the slur, and we try to make it so 
fast that it is inaudible.  But it is the “L”: sometimes how we address it is 
to put the “L” on the octave [demonstrates] and there can be a kinesthetic 
where I am passed a tennis ball and I put the “L” on the pass or whatever 
it might be.  Or it might be playing the piano. Kinesthetic were missing 
from this.  There was no movement except for let’s stand because you’re 
bored.  I love that you are doing chromatics with them, but what’s the 
purpose?  What’s the point? What’s it tied to?  Why is it in there?  Why is 
it in the plan? 
 
Thomas: Because in the part I wanted to work on in Wir Eilen there were a 
bunch of chromatics in the sopranos and then the altos.   
 
Michael: OK.  And so in order to make that connection, change the vowel 
sound to “dee dee”-I think you were working with “do” or “loo”at that 
point.  That might have made the connection for them.   
 
I found that Thomas did not have an opportunity to express his ideas in a fluent manner; 
Michael tended to dominate the conversations.  As the supervisor, I would ask leading 
questions of Thomas, and after he responded, Michael would offer his thoughts.  In these 
cases, he also monopolized the conversations.  The fluidity of the conversations allowed 
for a variety of topics to be addressed; it seemed that Michael viewed the opportunity to 
share a wealth of information with Thomas.  Although I noted an imbalance within these 
conversations, I did not observe that Thomas was unhappy with the outcome of the 
dialogue.  Rather, he seemed to enjoy listening to what Michael had to share with him 
and was very focused in listening.   
 Conversely, Suzanne and Jennifer’s conversations, although usually shorter due to 
time constraints, were more balanced between the two of them.  This was an area of 
difference between the two triads.  The following excerpt is an example of the 
conversations that occurred between them: 
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Suzanne: I just have a couple of things…but really, if I taught the same 
lesson with the streamers, the same thing would happen.   I just 
commented with the bells…the student who got the bells: [demonstrates] 
at rest. 
 
Jennifer: Yeah…I forgot to do that.   
 
Suzanne: And these two right here [indicates a spot in room]…Jack and 
Matthew, putting them on their feet.  They had them on their feet right 
away! 
 
Jennifer: Yeah, I didn’t even notice until we were done with the song.   
 
Suzanne: That class…they had a substitute.  They’re a tough crowd to 
begin with.  And then they had a substitute today.  And then they had three 
hours of testing.  All morning. 
 
Jennifer: Do they usually put them on their feet like that, when they get 
bells?   
 
Suzanne: No.  Um, good modeling with the streamers.  Keeping them still 
before-hand.  You showed them exactly what they were supposed to look 
like.  And then I wrote, ‘Catch the ones who are following directions; 
never mind, you did.’   [Laughter]  As soon as I wrote it, you did it.  
 
Unlike the exchanges Michael and Thomas, Suzanne and Jennifer participated 
almost equally in the dialogue.  Rather than questioning Jennifer, Suzanne pointed out 
various moments of the teaching experience—positive and negative—and gave Jennifer a 
moment to respond to the commentary.  Jennifer often responded with a slight criticism 
of herself or with a question to clarify her thoughts on the experience.  When comparing 
the length of the conversations between the two triads, I do not find that one student 
teacher was less informed as a result of a shorter conversation.   
Michael and Thomas and Suzanne and Jennifer’s conversations were positive in 
their nature.  I did not observe in either pair (nor did any of the participants report) 
frustration with the content, length or tone of the conversations.  After his time in 
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Michael’s classroom, Thomas worked with another cooperating teacher who did not 
engage in purposeful conversations.  During the group conversation, Thomas stated that 
the lack of feedback in his second placement was frustrating and disappointing, and he 
valued the conversations he had with Michael even more following his second 
experience.  During the group conversation, all participants concurred that the 
cooperating teachers initiated the conversations that occurred with the student teachers 
after teaching experiences.   
 In reviewing my own conversations with the triad members, I found that I tended 
to ask leading questions of the student teachers. By employing this strategy, I hoped to 
illicit thoughtful responses from the student teachers.  My goal was to encourage the 
student teachers to reflect on their own without prompting from me or their cooperating 
teachers.  An example of this approach occurred after my first observation of Thomas: 
Me: What did you think of your rehearsal? 
 
Thomas: I thought it was…I had it well planned. 
 
Me: Yes you did.  You had a good plan. 
 
Thomas:  I knew what I wanted to do.  I knew exactly what spots I wanted 
to get done.  To show them what’s the same; what’s different.  But I 
couldn’t…to get the sopranos to sing that one line.  I couldn’t do it. 
 
Me: Why? 
 
Thomas: I don’t know.  I mean, I’m sure there is a better way to teach it, 
but…  I mean I tried to do the intervals.  I tried to tell them what the notes 
were. I did the seventh in my warm ups to try to get that seventh.  Um… 
 
Me: Did you connect that?  Connect that warm up to what you were trying 
to accomplish?  That’s one strategy.  There were lots of things you could 
have done.  For that particular line, right? 
 
112 
 
    
Thomas: Yeah. The rest of the rehearsal went OK.  My conducting and a 
couple of measures in Kalinka I screwed up but they caught on and 
followed me.  I felt like the others were OK.  Even…they got the notes 
after I fixed it.  I fixed it right away, they got right back on. 
 
The time I had to converse with the other triad members was limited by classroom 
schedules and my own college obligations.  As a college supervisor, my one-on-one 
conversations with the student teachers tend to be brief.  My discussions with the 
cooperating teachers tend to be even shorter.  However, when time is side aside for the 
conversations as it was in this study, the discussions were longer in length and more 
purposeful in their content.    
When viewing these conversations through the lens of transformative learning 
theory, I believe that I and the cooperating teachers attempted to challenge the student 
teachers to examine their previously held beliefs regarding teaching music.  Michael 
tended to tell Thomas what he thought about teaching choir, and Thomas seemed to 
assimilate these suggestions and apply them to his teaching, growing gradually 
throughout the placement.  Suzanne, like me, tended to ask leading questions of Jennifer, 
guiding her through the process of examining Jennifer’s instructional choices.  Jennifer 
also grew throughout the placement.  Dialogue within a mentoring relationship can allow 
the mentors to discover new points of view, as well.  In this case, when I participated in 
conversations with members of the triad, I also had the opportunity to consider new 
perspectives on music teaching and music teacher training. These new perspectives had 
an impact on the learners (student teachers) and the educators (cooperating teachers and 
supervisor). 
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Feedback 
 Michael expressed his views on the importance of feedback in his first journal 
entry.  He stressed the importance of a balance of positive and negative feedback, and 
commented that Thomas asked for more negative feedback, for more criticism rather than 
praise.   
I have grown to be comfortable in the role of critic towards the student 
teacher. I observe and take many notes. I tend to take a free-writing 
bulleted approach, and then because my handwriting is so sloppy, I just 
read them to him and interpret, which guides our conversation. Thomas 
has been great about accepting feedback, and he understands that I want to 
be tough on him so that he will improve and grow…When I’m working 
with my students I try to be 80 percent positive and 20 percent negative. 
Being aware of that, I realized that I was taking more of a 50/50 approach 
with Thomas, so I asked him if that was a problem, and he said that he 
responds to the criticism, so I should go ahead and point things out as they 
are. That’s good. I think we need to see the reality of the situation. 
 
In addition to the type of feedback he gave to Thomas, Michael discussed the importance 
of carefully choosing the amount and type of feedback he offered:   
I noticed that he says “Ready go,” but does not give a prep or breathe with 
the choir. I’ve noticed many things in his conducting that might not be 
helpful to the choir. So, he has taken the feedback sometimes in ways that 
improve him, but in the case of “ready go,” recently I think I got into his 
head too much. He tried so hard not to say that – that he stifled himself 
and stumbled a bit. So, I’ll have to be careful as to which bits of feedback 
might be useful. 
 
Thomas’s feelings on the importance of feedback reflected Michael’s thoughts.  In 
the reflective sessions and in the journal, Thomas stressed his need for feedback.   
 He always makes me feel better when we talk.  He always has something 
good to say and some criticism.  And I always ask for criticism.  I need 
it…I need it because there’s things I did wrong that I didn’t know that I 
did wrong.  There’s some things that I obviously know I didn’t do that 
right. I didn’t make that fun, but I didn’t know how and he gives me ways 
how. 
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I revisited this statement with Thomas during the group conversation, and he 
reiterated the notion of needing criticism in order to improve.  Thomas was 
passionate about his need for feedback, and expressed gratitude for the feedback 
he received from Michael and me.  
 At the outset of the study, Suzanne’s perception on giving feedback centered on 
facilitating conversations between herself and the student teacher.  However, she later 
expressed in her second journal entry that although she consciously gave feedback, she 
realized that she rarely asked for student teachers’ reflections on their teaching 
experiences.  Suzanne acknowledged that by participating in reflective sessions that 
included giving feedback allowed her to have a voice in the student teaching experience.  
Suzanne wrote in her end of student teaching questionnaire:   
I feel that my voice was heard.  If I gave the student teacher suggestions to 
make a lesson more successful for the students, she incorporated my 
suggestions the next time she taught the lesson.  She also informed me of 
the discussions that took place at the weekly university meetings 
concerning the student teaching experience as a whole, as well as what 
feedback I had given her during the week.  
 
 Jennifer said that the feedback given to her made her feel validated in her 
teaching.  “I like having more feedback.  I’m like, even if I was really good, what was I 
good at?  What was I good at that I could keep doing?  I don’t know.  It helps me feel 
validated.” 
 During the course of the study, I offered feedback to the student teachers 
following observations and informal meetings.  The feedback I provided was based in 
questions posed to the student teachers regarding the teaching I had observed.  I found 
that the feedback I offered was valued less by the student teachers than the feedback 
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given to them by their cooperating teachers.  During the group conversation, I asked 
Thomas and Jennifer whose feedback they valued more, and they agreed that more value 
was put on the daily feedback given to them by the cooperating teacher.    
 Feedback that is transformative is dependent upon the quality of the dialogue that 
occurs and nature of the relationships that exist between the educator and the adult 
student.  Taylor (2009) wrote, “Engaging in dialogue is much more than having an 
analytical conversation; it involves acute awareness of learners’ attitudes, feelings, 
personalities, and preferences over time, and as signs of change and instability begin to 
emerge, educators can respond accordingly (p. 10).”   In both cases, the educators were 
able to guide the student teachers to deeper understanding through the type of feedback 
they offered.    
Relationships 
 All members of the triads addressed the importance of positive relationships 
during the student teaching experience.  Michael used the words “mutual respect, trust, 
and kinship” to describe the type of relationship he hoped to have with Thomas. At the 
end of the study, he affirmed that a positive relationship had been developed between the 
two of them:   
Thomas and I established a good rapport immediately. We had a 
relationship that could travel back and forth between joking and being 
quite serious about the matter at hand-he students came first, and it is their 
learning that drive our conversations. 
 
Thomas repeatedly expressed his need for criticism and feedback, but paired with that 
need, was the assumption that he trusted Michael to guide him through the student 
teaching experience.   
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 Suzanne stated that her relationship with Jennifer would be based in mentorship.  
She hoped that Jennifer would be comfortable enough with her to ask for assistance and 
mature enough to accept criticism.  At the end of the study, Suzanne affirmed that their 
relationship had been one based in professionalism: “This student teacher was nothing 
but professional.  From the first day of her student teaching, she asked for assistance and 
guidance when needed, yet demonstrated that she was an independent, creative thinker.”   
Jennifer used the words “comfortable and professional” in her pre-study questionnaire 
response: “I wish to have a comfortable and friendly relationship with my cooperating 
teacher.  I’d like to keep the relationship professional while friendly.”  At the end of the 
student teaching semester, she confirmed that the nature of the relationship had been 
professional: “We were colleagues and yet I was still a student under her tutelage.  We 
were very comfortable team teaching assisting each other’s lessons.”  The value she put 
on her relationship with Suzanne was evidenced in Jennifer’s final journal entry: “I 
realized very quickly into my student teaching experience how valuable my interactions 
were with my cooperating teacher.”  Jennifer and Thomas affirmed the importance or 
value they put on their relationship and ensuing conversations they engaged in with their 
cooperating teachers. 
 The relationship with the university supervisor was described by the cooperating 
teachers as one based in trust and professionalism.  All participants stressed the 
importance of trusting the others in triad.  I believe that this feeling of mutual trust was a 
result of the existing relationship that existed between me and the cooperating teachers 
and between me and the student teachers.  My knowledge of the personality types, 
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strengths and weaknesses of the student teachers helped me to match the student teachers 
with a cooperating teacher who would complement their teaching styles and personalities.    
I shared a pre-existing relationship with Michael and Suzanne.  Michael alluded 
to the ease of our relationship, stating that he was comfortable with coming to me with 
any issue, and he appreciated that we had been colleagues as high school teachers in the 
past.  Suzanne appreciated the professional nature of the relationship with me.  She 
wrote, “It was helpful to hear another professional’s insight into the student teacher’s 
experience.  I appreciated that we could be frank about what could make the student 
teacher’s experience better.”  I shared the view that the relationship between me and the 
cooperating teachers was a collegial relationship; it was friendly, yet professional.  We 
shared the same goal of leading the student teachers through a successful and fulfilling 
student teaching experience.  The cooperating teachers were accommodating to my 
inquiries regarding the student teachers’ successes and failures and were very willing to 
participate in the conversations with the student teachers.  
Michael and Suzanne stated that the college supervisor teacher should assume the 
role as facilitator during the student teaching experience.  I established the relationship 
between the cooperating teacher and student teacher by matching them and thereafter was 
available to them as needed throughout the student teaching experience.   
As described in the previous chapter, the student teachers each had a unique view 
of the university supervisor.  Thomas compared me with an employer who supervises the 
employee; the relationship is not one defined by daily interaction, rather, it was viewed as 
a somewhat distant relationship.  Suzanne, on the other hand, viewed the university 
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supervisor in a parental role; I interpreted this view as one that was more personal than 
the one described by Thomas.  I told the members of the triad that I felt removed from the 
daily experience of the student teachers, although we met and conversed on a weekly 
basis and stayed in communication through observation and email correspondence.  I felt 
that the relationship between the cooperating teacher and the university supervisor had to 
be one based in confidence and trust, as I was entrusting them with these students.   
Positive relationships with transformative learning theory are paramount to the 
eventual growth of the learner.  These transformative relationships are based in trust, and 
if sustained, lead to interdependence between the learner and the educator.  Within the 
student teaching triad, the supervisor entrusts the student teacher to the cooperating 
teacher, and in turn, the cooperating teacher may delegate the responsibility of teaching 
to the student teacher.  In relationships like that of Suzanne and Jennifer, the trust 
between them was so strong that they became dependent on each other to construct 
meaningful teaching experiences in the music classroom.  
Self-Realization 
 Self-realization is defined as the fulfillment of one’s potential (Merriam-Webster, 
n.d.).  Although all members of the triads revealed moments of self-realization through 
reflection, the journal entries provided by Thomas provided some of the most compelling 
examples.  Self-realization occurred during the reflective conversations between the triad 
members.   
 Thomas’s initial journal entries were not as introspective as those later in the 
student teaching experience.  The earliest entries consisted primarily of a retelling of his 
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day-to-day experiences.  During the third week, Michael gave Thomas more 
responsibility in the choirs and the tone of the journal entries began to reflect Thomas’s 
fear that he would not meet the expectations set for him by himself, Michael and me.   
Things are getting real now and I need to be better focused on what I am 
doing. I need to be practicing these songs daily instead of just going 
through them really quick and glancing at things. I need to analyze my 
scores and figure out what I personally would like to do with the music 
instead of just figuring it out as I go. I feel like this week is going to be 
pretty rough for me but I am ready for it. I cannot get better if I do not fail 
at first.  
 
The last sentence was one of the first examples of self-realization in Thomas’s 
journal entries. 
As he gained more experience, Thomas began to set goals for himself.  These 
goals were often a result of his recognition that he needed to improve in various areas of 
his teaching.  In our first reflective session, Thomas expressed frustration after the 
rehearsal I observed; he felt that he should have done better.  He recognized what he 
needed to work on in his teaching-score study, critical listening, conducting skills, time 
management-but he was finding it difficult to do all these things: “That’s why I feel 
depressed after this rehearsal.  I didn’t get as much done as I could have or should have.”  
Although negative in its tone, I found positive progress in his statement.   Throughout the 
experience, Thomas challenged himself to listen more critically during rehearsals so that 
he could more efficiently fix note and rhythm problems in the various choirs.  In his final 
journal entry, Thomas described a rehearsal in which he observed Michael rehearsing a 
choir and he realized that he and Michael were hearing the same musical problems during 
the rehearsal.  He wrote, “I was pleased with myself to hear things and make a note in my 
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head, then him going back to the spot that I heard something wrong and watch him fix 
it.”  In the same entry, he celebrated his successes in his student teaching, but expressed 
regret that he was leaving as felt that he could learn “so much more.”  
Jennifer, like Thomas, was more introspective about her teaching later in her time 
with Suzanne.  Initially, her journal entries consisted of observations on the practice of 
teaching the demographics of the school and classroom.    
Starting this new placement has been a drastic change from the last one.  
Some of the bigger differences I’ve noticed deal with the busier 
elementary schedule, the singing based music content as opposed to 
lecture based materials, and the sheer number on students.  Going from 75 
kids to close to 700 has been the hardest change. 
 
In another entry dated three weeks later, Jennifer described her frustration with her 
inability to play the guitar, and set a goal to learn the guitar.  The tone of this entry 
demonstrated her recognition of her limitations while at the same time acknowledging 
that this limitation was causing classroom management issues. 
I’ve noticed with a few classes that as soon as you step behind the piano, 
the [student] behavior gets worse.  You’re stuck in the corner of the room 
behind a big instrument that inhibits your view of the entire classroom…It 
has now become my goal to learn guitar well enough for a classroom 
setting. 
 
In one of her final entries, she reflected on her experiences and wrote about the type of 
teacher she felt she was becoming:  
The kids have shown me my strengths and my weaknesses.  Each day is a 
new challenge whether kids are super rowdy or if they don’t participate at 
all.  I love seeing the kids that you know have so very little to be thankful 
for and yet they are so full of life and joy and an excitement for learning.  
Each day, my hope is that each student has the chance to make music in a 
way they cannot anywhere else. 
 
This final entry reveals Jennifer’s perception of her role as a music teacher in her own 
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classroom.  Jennifer and Suzanne acknowledged that by the end of the experience, 
Jennifer had become a colleague in the classroom.  Jennifer felt comfortable giving 
suggestions to Suzanne, who in turn implemented the ideas into her next lesson.  Suzanne 
wrote, “Jennifer was ‘adult’ enough to offer suggestions to me at times to make my 
teaching experience clearer for the students.” 
 The question I asked in the group interview (transcribed in Chapter 4) regarding 
the student teachers’ perceived growth as professionals revealed a change in their 
perception of their capabilities.  They acknowledged that they sensed that they had 
become better music educators during the student teaching experience.  Thomas shared 
that his family had noted a change in him.  The tone of student teachers’ response was 
positive, and I sensed a level of pride in themselves that I had not seen previously, 
especially from Thomas. 
Michael and Suzanne observed that they recognized professional growth in 
Thomas and Jennifer.  The role of cooperating teacher in the journey to self-realization or 
the fulfilling of one’s potential is integral to the development of the student teacher.  
From the outset of the study, the cooperating teachers were aware of the importance of 
the role they played.  In his first journal entry, Michael alluded to the growth that occurs 
during the student teaching experience: “…I also want to keep in mind that this is the 
very beginning of a long career of learning and growth [for Thomas].”  Suzanne viewed 
herself as a role model to Jennifer.  She strove to provide experiences for Jennifer that 
would allow her to reach her full potential.  Suzanne expressed that student teachers need 
to observe the cooperating teacher in action; therefore, she provided many co-teaching 
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experiences.   
Michael and Suzanne acknowledged that the student teachers demonstrated 
growth during their experiences.  Michael praised Thomas’s willingness to reflect and to 
accept criticism so that he could learn and grow into the music teacher he wanted to be.  
Regarding Jennifer’s growth and transformation, Suzanne acknowledged that Jennifer 
had not only become a better teacher, but she had grown into the person she was meant to 
be: “I think, yes’ you’ve [Jennifer] grown, but also the type of person you are was 
revealed over seven weeks.”   
As the college supervisor, I was familiar with Thomas and Jennifer for two years 
prior to their student teaching experiences and their participation in this study.  My goal 
for all the pre-service teachers I instruct is that they will reach their potential as 
professional music educators.  I feel that my role in this process was best articulated by 
Jennifer when she compared me to a parent who sends her child to college in the hopes 
that I had prepared my child for the life she was beginning.  I feel that as the supervisor, I 
must be involved-even if it is on the periphery-in the student teaching experience through 
communication with all members of the triad.   
Mentoring 
 In both cases, mentoring emerged as a theme for all triad members.  From the 
beginning of the semester, Michael and Suzanne anticipated that they would act as 
mentors to their student teachers.  Michael stated, “I hope to be able to make them aware 
of my philosophical tendencies toward teaching without pushing my own way on them.”  
Through this statement, Michael affirms the role of a mentor as a person who shares his 
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perceptions and beliefs while at the same time helping the mentee to develop his own 
style and perspective.  As the student teaching experiences progressed, the cooperating 
teachers allowed the student teachers more time as the instructor in the classroom.  As 
they gave them more time, the cooperating teachers assumed the role of mentor, guiding 
the students in reflective conversations and providing feedback.   
 Collaboration was another aspect of mentoring that was revealed throughout the 
study by the triads.  Michael and Thomas worked together toward the common goal of 
helping Thomas become a better teacher.  Michael shared his classroom with Thomas, 
allowing the student teacher to prepare the choirs for a concert and allowing Thomas to 
conduct in the concert.  Michael expressed frustration that Thomas was not always up the 
standard he wanted musically, but qualified that notion by admitting that his expectations 
were extremely high.  In a separate conversation and subsequent journal entry, Thomas 
worried that he was holding back the choirs and disappointing Michael.  Michael assured 
Thomas that although he agreed that the choirs were not as musically prepared as he 
would like, he accepted that it was part of the learning process for Thomas.  Michael felt 
that it was important that he work with student teachers; he viewed it as his way to 
contribute to the future of the profession.  This sense of collaboration in the choral 
rehearsal was a key component of the mentoring relationship that existed between 
Michael and Thomas. 
 Suzanne and Jennifer collaborated by team teaching throughout the student 
teaching experience.  As previously noted, Suzanne felt that it was important to serve as a 
model as well as mentor for Jennifer.  Jennifer articulated her view of the collaborative 
124 
 
    
relationship that existed between her and Suzanne:   
I believe that ultimately the music student teacher’s role in the classroom 
is to learn alongside the classroom teacher.  The student teacher is a 
teacher and a student at the same time.  We are to assist the classroom 
teacher as well as teach on our own. 
 
Jennifer wrote of the importance of the reflective conversations that happened between 
her and Suzanne, appreciating the mentor/mentee relationship that existed between the 
two of them, “There is something so valuable in learning from the experiences of those 
who have been through it all.” 
 I had assumed the role of a mentor to Thomas and Jennifer as they progressed 
through their music education preparation program at the college. During the student 
teaching experience, however, I passed that role to their cooperating teachers.  Through 
my conversations with Thomas, I did find that if a cooperating teacher did not fulfill the 
role of mentor, I had to take a greater role during the student teaching experience.  
Thomas’s placement after his time with Michael-although not a part of this study-did 
affirm to Thomas and me the importance of open and reflective dialogue that is initiated 
by the mentor teacher. 
 Mentoring is an integral component in transformative learning theory.  The 
mentor provides a safe environment in which the mentee can freely ask questions and 
accept constructive feedback.  The mentor must also be willing to share her experiences 
and be prepared to encounter differing opinions from the mentee; in some cases, the 
mentor experiences transformation herself as a result of the interactions with the mentee.  
Southern (2007) wrote,  
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A mentoring relationship that is held in care bridges the distance between 
student and teacher, creating a safe space for vulnerability. As mentors, we 
also need to be vulnerable-a natural occurrence that comes with care. By 
sharing openly the challenges we have encountered and what we have 
learned about ourselves through our own journey of teaching and learning, 
we create a relationship of truthfulness and trust. Teachers who are 
mentors have the ability to connect their own life-worlds with the life-
worlds of their students, creating opportunities to reinterpret life 
experience through an expanded horizon (p. 330). 
 
Michael and Suzanne created this type of setting for Thomas and Jennifer.  I had 
previously established trust-based relationships with all members of the triads, and had 
already assumed a mentoring role with Thomas and Jennifer prior to the student teaching 
semester.  These relationships were impactful on the nature of the conversations that 
occurred within the triads. 
 
Summary 
 In summary, all members of the triad found value in the use of intentional 
reflective dialogue during the student teaching experience.  Close examination of the data 
revealed that the conversations that occurred were purposeful and led to the student 
teachers to examine their preconceived ideas regarding teaching.  The importance of the 
cooperating teacher in guiding the student teacher was also revealed through the 
reflective sessions and the journal entries. The relationships that developed between the 
members of the triad were based in trust and respect; without these two, the reflective 
conversations that occurred may have been as authentic in their nature.  The cooperating 
teachers in this study both set aside regular time to reflect with their student teachers, 
thereby affirming the intentionality of the discourse.  
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CHAPTER SIX: SUMMARY, DISCUSSION, AND RECOMMENDATIONS 
 
 In this chapter, I summarize the study’s design and the primary findings.  I will 
discuss the findings in terms of implications for pre-service music teacher education and 
make recommendations for further research.  The chapter is organized in the following 
way: a) summary of study, b) discussion of the results of the study, and (c) 
recommendations for the music education community. 
Summary of Study 
 Intentional reflective dialogue consists of engaged conversations that lead to 
deeper understandings of the subject matter (Conkling, 2003; Fletcher, 1996; Griffiths, 
2000; Jay, 2003; Lee, 2005; Loughran, 2002; Zeichner & Liston, 1987).  In some cases, 
consistent reflective conversations over a period of time can lead to transformation in the 
learner (Mezirow, 1997).  In the present study, reflective dialogue between the student 
teacher and the cooperating teacher occurred on a daily basis over a period of seven 
weeks.  
The motivation for undertaking this study was to find out more about the use of 
reflective dialogue during the student teaching experience.  The purpose of this collective 
case study was to explore the perceptions of two music student teachers, their cooperating 
teachers and the university supervisor regarding the characteristics, purpose, and function 
of intentional reflective dialogue within the student teaching triad during the student 
teaching experience.    The research questions were: 
1. What are the student teaching triad members’ perceptions of the nature and use of 
intentional reflective dialogue during the music student teaching experience?  
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2. What is each of the student teaching triad members’ perceptions of his or her role 
in engaging in intentional reflective dialogue?   
 
This study was a collective case study of two student teaching triads.  By using 
this method, my goal was to gain a deep understanding of the perspectives of the study 
participants through an investigation of the perceptions of the members of the two student 
teaching triads within the context of a music classroom.  The triads each included one 
cooperating teacher, one pre-service music teacher (student teacher) and me.  I compared 
the similarities and differences between the two, and overwhelmingly, I found similarities 
between the two cases, affirming the conclusions at which I arrived.  I chose to 
participate in the study as a participant-observer; therefore, I was a member of the triads.  
In addition to me, the first triad members were Michael, a high school choral director 
with fifteen years of experience and Thomas, a male student teacher who was a fourth 
year senior at the college where I taught music education methods and supervised music 
education student teachers. Michael’s school is a large high school in Western 
Pennsylvania.  The second triad’s members were Suzanne, an elementary teacher with 
eleven years of experience who held music education and music therapy degrees and 
Jennifer, another fourth year senior at my college.  Suzanne’s school is a K–5 elementary 
school in Western Pennsylvania.   
 Data sources consisted of recorded interviews, pre- and post-study questionnaires, 
journal entries of the participants.  Each participant was asked to complete a pre- and 
post-study questionnaire and maintain a written journal.  In addition to a meeting with 
each triad to explain the parameters of the study, I formally recorded two reflective 
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sessions with each triad.  Each conference and subsequent interview was audio recorded 
in the cooperating teacher’s school buildings.  I met with all participants at the end of the 
study for a group interview.  The group interview took place at Oakhurst College.  I 
recorded all sessions with an Olympus WS-300M Digital Voice Recorder or ZOOM 
Q3HD Video Recorder.  Michael and Thomas chose to utilize electronic media to 
complete their journals.  Suzanne and Jennifer hand-wrote their journals.  Utilizing 
multiple sources of data ensured triangulation.   
 I began the analysis after the interview transcriptions were completed.  I read the 
interviews, journal entries and questionnaires numerous times, and as I read them, themes 
began to emerge.  I then created a chart to organize the themes and the supporting 
evidence.  I structured the chart so that each research question was considered separately; 
additionally, I created separate charts for each student teaching triad.  After I was 
satisfied with the data I included on the chart, I consulted with a colleague in the 
college’s education department.  Using the chart I created and data sources, we looked for 
common themes between the two triads.  We eventually settled on the five themes 
delineated in Chapter Five: conversations, feedback, relationships, self-realization, and 
mentoring.   
 At the heart of intentional reflective dialogue are the types of conversations that 
occur.  Stegman (2007) found that during reflective dialogue sessions, students and their 
cooperating teachers thought about and reflected on teaching practice.  According to 
Taylor (2009), dialogue leads to transformation of habits through an examination of 
experience, a questioning of assumptions and beliefs (p. 9).  I saw examples of 
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conversations that were intentional in their nature throughout the data-gathering phase of 
my study. 
 The importance of feedback in the reflective dialogue was apparent throughout 
the fourteen-week study.  This was exhibited in all evidence sources: questionnaires, 
interviews, journal entries, and the group conversation.  The importance of feedback in 
the student teaching experience means it must be carefully worded and have the goal to 
lead the student teacher to continual improvement. Through the analysis of the data, I 
found that the type of feedback varied according to the triad member.  The cooperating 
teachers’ feedback was more practical in its nature than that of the more theoretically 
based feedback of the college supervisor.  The student teachers sought guidance through 
feedback from the cooperating teachers and the college supervisor.     
Rodgers (2006) makes a distinction between assessment and feedback, describing 
assessment as evaluative and feedback as descriptive.  When assessing, the evaluator has 
already formed an opinion regarding the work being evaluated.  On the other hand, when 
engaging in reflective feedback, the evaluator comes to the conversation with an open 
mind.  Rodgers wrote, “With descriptive feedback, the teacher asks questions to which 
she has no answers and has formed no preconceived evaluation-or at least is willing to 
hold her preconceptions in abeyance, and accepts that she may hold unwarranted 
assumptions” (p. 214).  There were many examples of this type of descriptive feedback in 
the conversations between the triad members.  On these conversations, the cooperating 
teacher or I would allow the student teachers the opportunity to express themselves 
independently. 
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 Relationships built on trust and collaboration allowed the triad members to 
engage in dialogue that was productive and led to growth in the student teacher.  These 
positive relationships were exhibited on the interactions I observed between the student 
teachers and the cooperating teachers.  I also found references to positive relationships in 
the questionnaires and during the recorded reflective sessions.  I discuss the importance 
of trust-based relationships within the student teaching triad later in this chapter.   
 The student teachers in this study realized their potential through their teaching 
experiences and subsequent reflection in those experiences.  Thomas and Suzanne began 
their student teaching experiences as novices, having only practiced teaching in methods 
courses and field experiences.  At the beginning of the semester, both students expressed 
to me that they were nervous and did not know where to begin in learning to be music 
teachers.  After initial guidance by me and their cooperating teachers, the student teachers 
in this study exhibited the ability to reflect independently on their own teaching and to set 
goals for themselves.  By engaging in reflective activities—in this case, journaling—that 
lead to self-knowledge, the student teachers are practicing a skill that will benefit them in 
the future.  The literature supports this idea of self-guided reflective activities leading to 
professional growth.  Killian and Dye (2009) said that responsibility for improvement in 
teaching lies with the individual (p. 21).  The cooperating teacher and university 
supervisor can suggest areas of improvement, but without some motivation for personal 
improvement, growth will likely not occur.  Schmidt (2005) urged other university 
supervisors to encourage early practice in reflective activities so that these skills could 
transfer to the students’ first teaching jobs.  Self-realization is a quality exhibited by 
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mature teachers; reflective dialogue and other reflective practices provide ideal 
opportunities for the student teacher to mature.   
Researchers in teacher education have attempted to define mentoring (Crasborn, 
Hennison, Brouwer, Korthagen & Bergen, 2011; Draves & Koops, 2011; Hamel & 
Jaasko-Fisher, 2011; Schwille, 2008) but no one definition has emerged as absolute.  In 
their study, Crasborn, et al. (2011) defined the cooperating teacher’s mentor role as 
meaning one who provided one-on-one support to the pre-service teacher.  Schwille 
(2008) defined mentoring that takes place in an educational setting, referring to the term 
educative mentoring:  
 “Educative mentoring means mentors purposefully and intentionally 
shape learning opportunities for novices that lead toward better 
understanding of teaching, learning, and learning to teach…Educative 
mentoring includes opportunities for deep and rich reflection on practice 
with the participation of a mentor who helps to shape and instill this 
intellectual habit” (p. 140–141).   
 
Hamel and Jaasko-Fisher (2011) asserted that the mentor in a pre-service training 
situation exerts the most influence in the formation of the beginning teacher, reporting 
that student teachers have acknowledged that their work with their mentors was the most 
significant part of their training (p. 435).  Further, a successful mentor-mentee 
relationship is one in which the interactions between the two lead to feelings of trust and 
respect (Abell, Dillon, Hopkins, McInerney, & O’ Brien, 1995).  My findings support 
these researchers’ conclusions.  This type of trust was especially apparent in the group 
reflective session. 
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Intentional Reflective Dialogue in Music Teacher Education 
Viewing the results of this study through the lens of Mezirow’s Transformative 
Learning Theory, yields insights that are important for music teacher education.  The 
student teachers in this study experienced great growth, even in the short seven-week 
scope of the study.  Thomas and Jennifer each progressed through some of the ten steps 
of transformation (Mezirow, 2009) described in Chapter One.  Thomas’s journal entries 
especially demonstrated the early steps: a disorienting dilemma, self-examination, a 
critical assessment of assumptions, recognition of his discontent, and a plan to assume a 
new role and course of action.  By the end of the study, Thomas had gained self-
confidence in his teaching that he had not demonstrated at the start and he viewed 
teaching music in a different way, always acknowledging that he still had much to learn.  
I believe that Thomas’s articulated need for criticism was a strong factor in his growth.  
Thomas’s self-reflective practices in his journals, which were then followed by 
intentional discourse with Michael and me, were key components in his evolution. 
 Through this study, I have concluded that the use of intentional reflective 
dialogue within the student teaching triad aids in the professional and personal growth of 
the pre-service music teacher.  The student teacher participants stated that they valued the 
opportunity to engage in meaningful conversations during their student teaching 
experiences.  The dialogue that occurred between the triad members was not accidental.  
The cooperating teachers initiated the conversations, regularly taking notes on their 
observations of the student teachers, then using their notes to guide the discussion.  I 
observed that the cooperating teachers used a mix of direct statements and questions to 
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guide their feedback.   
 The major difference I found in the two triads involved the balance of the 
dialogue between the cooperating teacher and the student teacher.  In the first triad, the 
conversations tended to be dominated by the cooperating teacher.  I believe that two 
factors caused this imbalance. First, the time set aside for the conversations was greater in 
the first triad.  Michael and Thomas’s interactions were not as limited by time as Suzanne 
and Jennifer’s; therefore, Michael had markedly more time to share his thoughts on his 
observations and music teaching.  Second, Michael stated that it was his responsibility to 
promote music education as a profession, and he had much to share with Thomas about 
the field of music teaching.   
 As the college supervisor, I took notes and used those notes to guide my 
conversations with the student teachers.  The student teachers reported that they valued 
the dialogue regarding their day-to-day teaching with their cooperating teachers more 
than the one-on-one conversations they had with me.  Conversely, the cooperating 
teachers stated that they appreciated the opportunity to engage in reflective conversations 
with the college supervisor present.  They felt that the college supervisor’s willingness to 
engage in reflective conversations with them was important to the growth of the student 
teacher. 
 This study has shown that the use of intentional reflective dialogue during the 
student teaching experience is important to the training of pre-service music teachers.  
Engaging in conversations that allow the student teachers to think about what they are 
doing in the classroom and guiding the student teachers to deeper understandings of their 
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teaching practices is key to the professional development of these young teachers.  
Setting aside time to engage in the conversations is essential in the process of reflection 
by all triad members.  The study showed that the use of journals promotes more personal 
reflection; the student teachers set goals for themselves in their journal entries, leading to 
their growth as a teacher.  
 I found that reflective dialogue was usually initiated by the cooperating teachers, 
especially at the outset of the student teaching experience.  The student teachers wanted 
feedback on their teaching and willingly engaged in the conversations, seeking criticism 
and affirmation.  The cooperating teachers who participated in this study appreciated the 
student teachers’ enthusiasm and celebrated their successes during the conversations 
while still giving suggestions for improvement.  A positive professional relationship 
based in trust and mutual respect between members of the triad is an important 
component to the perceived success of intentional reflective dialogue.  The student 
teachers were seen as learners by all members of the triad.  The college supervisor’s role 
was perceived as a facilitator within the triad. 
 Various types of musical experiences did not impact the type of reflective 
dialogue that occurred between the members of the triad.  I found no impact on the 
content of the dialogue as a result of the type of musical experiences engaged in by the 
student teachers.  Regardless of the musical lesson, the cooperating teachers commented 
on the instructional strategies and classroom management skills displayed by the student 
teachers.  The only obvious difference between the triads was the grade level of the 
students in the classrooms and the amount of time the participants had to engage in 
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reflective dialogue.  The secondary level had more time to reflect, but I believe that was 
due to the teaching schedule of the cooperating teacher; this schedule can vary from year 
to year.  I do not believe that the content of the reflective dialogue or the intentional 
nature of the reflective dialogue would change if engagement time was shorter.  
Recommendations for the Music Education Community 
 Reflective dialogue can lead to growth and transformation in the pre-service 
music teacher; however, the intentionality of reflective practice, including reflective 
dialogue, is a challenge in teacher preparation.  Other researchers (Draves, 2013; 
Conkling, 2003; Stegman, 2007; Loughran, 2002) have suggested that music education 
programs incorporate opportunities to engage in reflective dialogue during their pre-
service music teacher training.  Pre-service teachers who are in the habit of reflecting on 
their teaching experiences prior to entering student teaching may be able to engage in 
impactful intentional reflective dialogue earlier in their student teaching.  Engaging in 
intentional reflective dialogue should not be limited to the student teaching experience; 
rather, college and university supervisors and instructors can encourage this practice 
throughout the music education course work.  Consistent opportunities for reflective 
conversations and journaling on teaching experiences can instill in pre-service music 
teachers the habit of reflection.   
 My recommendations for the music education community regarding the use of 
intentional reflective dialogue in pre-service music teacher training fall into two 
categories: (1) trust-based relationships among the triad members that allow for open 
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dialogue, and (2) purposeful participation of all members of the student teaching triad in 
intentional reflective dialogue.   
Relationships 
 My perspective during the course of this study was that of the college supervisor.  
During my music education career, I have participated in the student teaching triad as the 
student teacher, the cooperating teacher and the college supervisor.  Although I 
appreciated the contributions of each member of the triad, this study opened my eyes to 
the importance of each of those roles in the area of reflective dialogue.  
 The focus of the triad is on the student teacher.  Without the student teacher, there 
is no need for the triad to exist.  The cooperating teacher and the college supervisor each 
have a responsibility to develop a professional relationship with the student teacher that 
allows the members of the triad to speak openly and honestly about teaching experiences.  
In the relationship between the triad members, the cooperating teacher and the college 
supervisor are viewed as mentors to the student teacher.  If a strong preexisting 
relationship exists between the college supervisor and the student teacher, the college 
supervisor should be willing to allow the cooperating teacher to assume the role of 
mentor to the student teacher.  The college supervisor should recognize that the day-to-
day interactions between the student teacher and the cooperating teacher may be more 
impactful to the student teacher. 
Purposeful Participation 
 Through this study, I found that the student teacher has an expectation that the 
cooperating teacher will initiate the reflective conversations that occur between them.  
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Cooperating teachers need to recognize the importance of the conversations that occur 
between themselves and the student teacher.  As a college supervisor, completing the 
requisite observation form and discussing my observation with the student teacher is not 
always sufficient in leading the student teacher to a deeper understanding of the practice 
of music teaching.  In post-observation conferences, the college supervisor must ask 
leading questions that allow the student teacher to articulate her responses in a manner 
that leads to further understanding of what she just experienced.  The student teacher 
bears responsibility to participate fully in these reflective conversations and be willing to 
accept criticism as well as praise.   
 The college supervisor should encourage the student teacher to record her 
thoughts about her teaching in a journal or log.  I found that the journal entries of the 
study participants were sometimes more reflective in their nature than the dialogue that 
occurred in interviews and conferences.  Discussion of these written reflections by 
members of the triad may aid in guiding the reflective conversations.  When used 
together, I believe that engaging in purposeful, intentional dialogue along with reflective 
journaling aids in the professional development of the pre-service music teacher.   
 The importance of a mentoring relationship between the novice music teacher and 
a seasoned educator cannot be overlooked as an implication of this study.  The purpose of 
music teacher education is to train and develop music teachers who are effective 
educators.  Continuing to grow as an educator is also a critical factor in maintaining 
excellence in music teaching.   If new music teachers have engaged in intentional 
reflective dialogue during their training, they may continue this practice in the future.   
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Further Research 
 The purpose of this study was to gain a better understanding of the nature of 
reflective dialogue in pre-service music educator training.  How do the triad members 
engage in reflective dialogue?  What value do the student teachers put on these 
conversations?  How do members of the student teaching triad view each other’s roles 
when engaging in reflective dialogue?  My focus was on two triads that each functioned 
very well as an entity.  Although I was able to begin to answer some of these questions 
and describe what I had observed, more questions arose.  These are the questions that 
may frame future research in the area of reflective dialogue.   
 Do the age, experience and teaching responsibilities of the cooperating teacher 
influence the type of reflective conversation that occurs between members of the triad?  
Although I appreciated the wealth of experience that the cooperating teacher participants 
brought to the triad, I found myself wondering if a newer or younger cooperating teacher 
would bring as rich an understanding of the profession of music teaching to the 
conversations.  Additionally, would these elements change the content and style of 
feedback?  Would the cooperating teacher be as willing to give criticism to a student 
teacher who is relatively close in age to him or her?   Although I did not find any 
differences between the elementary and secondary triads in my study, further study may 
be warranted in assessing the impact that different types of cooperating teacher 
responsibilities have on the reflective conversations. 
 How is reflective dialogue changed if the college supervisor is less involved in the 
triad?  I would like to know if the nature of the relationship between the college 
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supervisor and the other triad members is changed if the college supervisor does not have 
a previously established relationship with those members.  For example, in some music 
education models, the college or university supervisor has no previous knowledge of the 
cooperating teacher and a limited acquaintance with the student teacher.  Does this 
change the type of reflective conversations that occur between the triad members?  If the 
cooperating teacher does not have an understanding of the type of training the student 
teacher has had with the college supervisor, does this limit the depth of the conversations 
that occur?  I pose these questions because the cooperating teacher participants in this 
study commented that not all college supervisors are as visible, accessible or involved as 
I was during student teaching placements.   
 Would the use of intentional reflective dialogue during a novice music teacher’s 
improve the experience of the first year teacher?  Teaching music can be a solitary 
experience.  First year music teachers should be given the opportunity to dialogue about 
their teaching experiences with veteran music teachers, but in many cases (often in small 
school districts), this is not possible.  Research in the area of intentional reflective 
dialogue in new teacher mentorship programs would benefit the music education 
community.   
Conclusion 
 I conclude this study as I began it, reflecting on my own experience as a student 
teacher, cooperating teacher and college supervisor.  Through my work with the triads in 
this study, I have realized how important the cooperating teacher is in the use and nature 
of reflective dialogue within the triad.  The cooperating teacher has the responsibility to 
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create a climate of comfort and trust during the student teaching experience and initiate 
the conversations.  In my own example, my secondary cooperating teacher did neither of 
these things.  I wonder today how much different my student teaching experience would 
have been had I had a cooperating teacher like Michael or Suzanne.  Would my 
recollections on my student teaching experience be more positive if my cooperating 
teacher had made time for reflective conversations and made me feel comfortable in the 
classroom?  Certainly.  Would I have been a better teacher during my student teaching 
experience and at the start of my teaching career?  Probably. Would an experience with a 
more positive role model as a cooperating teacher have impacted how I interacted with 
my own student teachers, especially at the start of my work as a cooperating teacher?  
Possibly.   
 When I began this exploration of the use and nature of reflective dialogue three 
years ago, I did not anticipate that I would have feelings of regret and sadness for my 
twenty-two year old student teaching self.  I cannot change the experiences I had as a 
student teacher, but I can continue to lead future music educators to engage in reflective 
dialogue.  It is my responsibility as a college supervisor to match the students I advise 
with cooperating teachers who will encourage and participate in reflective dialogue that 
leads to transformation and growth in their teaching.   
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Appendix A 
Start of Student Teaching Questionnaire: Student Teacher 
 
NAME:  ____________________________________________________ 
 
1. What do you believe the role of the student teacher is in the music classroom?   
 
2.         What are your beliefs concerning the role of the cooperating teacher in the student 
teaching experience? 
 
3.   What are your beliefs concerning the role of the university supervisor in the 
student teaching experience? 
 
4.   During the student teaching experience, what type of conversations do you 
anticipate having with your cooperating teacher and university supervisor? 
 
5.  Describe what type of relationship you hope to have with your cooperating 
teacher.    
 
6.  Describe what type of relationship you hope to have with your university 
supervisor. 
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Appendix B  
Start of Student Teaching Questionnaire: Cooperating Teacher 
 
NAME:  ____________________________________________________ 
 
1. What do you believe the role of the cooperating teacher is in the music 
classroom?   
 
2. What are your beliefs concerning the role of the student teacher in the student 
teaching experience? 
 
3. What are your beliefs concerning the role of the university supervisor in the 
student teaching experience? 
 
4. During the student teaching experience, what type of conversations do you 
anticipate having with the student teacher and university supervisor? 
 
 
5. Describe what type of relationship you hope to have with your student teacher.  
 
 
6. Describe what type of relationship you hope to have with your student teacher’s 
university supervisor. 
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Appendix C 
 
End of Student Teaching Questionnaire: Student Teacher 
NAME:  ____________________________________________________ 
 
1. What do you believe the role of the student teacher is in the music classroom?  Do 
you believe that you have fulfilled that role? 
 
2.         What are your beliefs concerning the role of the cooperating teacher in the student 
teaching experience? 
 
3.   What are your beliefs concerning the role of the university supervisor in the 
student teaching experience? 
 
4.   During the student teaching experience, do you feel that the conversations you 
participated in with the cooperating teacher and university supervisor were 
meaningful? 
 
5.   Describe your relationship with your cooperating teacher.    
 
6.  Describe your relationship with your university supervisor. 
 
7.   During the student teaching experience, do you feel that your voice was heard?  
How do you know? 
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Appendix D 
End of Student Teaching Questionnaire: Cooperating Teacher 
 
NAME:  ____________________________________________________ 
 
1.   What do you believe the role of the cooperating teacher is in the music 
classroom?  Do you believe that you have fulfilled that role? 
 
2.   What are your beliefs concerning the role of the student teacher in the student 
teaching experience? 
 
3.   What are your beliefs concerning the role of the university supervisor in the 
student teaching experience? 
 
4.  During the student teaching experience, do you feel that the conversations you 
participated in with the student teacher and university supervisor were 
meaningful? 
 
5.   Describe your relationship with your student teacher.    
 
6.  Describe your relationship with your student teacher’s university supervisor. 
 
7.   During the student teaching experience, do you feel that your voice was heard?  
How do you know? 
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Appendix E  
Proposed Group Interview Questions 
 
1.  How do you define the term reflection in the context of the student teaching 
experience? 
 
2.  Do you believe the process of reflection leads to growth during the student teacher’s 
learning process?  How? 
 
3.  What do cooperating teachers gain through the process of reflecting on the 
experiences of the student teacher? 
 
4.  When did reflection happen during the student teaching experience? 
 
5.  What is there a perceived value in the practice of intentional reflective dialogue? 
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